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A COMPARISON OF TERMINAL GOAL ATTAINMENTOF HIGH ABILITY, LOW ACHIEVING ADOLESGENT MALESUTILIZING TWO METHODS OF COUNSELING
METHOD AND OBJEGTIVES
This ten-week program for underachievers is one of the first
attempts to utilize a written contract in a high school guidance pro-
gram.
The study was designed to improve the total functioning level
of randomly selected tenth and eleventh grade male underachievers
from two urban comprehensive high schools. The population con-
sisted of twenty experimental subjects and twenty controls. The
controls were counseled in the normal manner except that they
were seen on a weekly basis so that the time factor for both groups
would be constant.
There were four criteria measures considered in a post-test
only statistical design (analysis of variance). These were: (a) report
card grades in the four subject areas of English, Mathematics,
Social Studies, and Science; (b) attendance; (c) personality ratings
as judged by the teachers of the four subject areas; and (d) attitudes
toward the learning atmosphere as determined by the students.
Personality ratings were measured by the Personality Record,
while learning atmosphere attitudes were gathered via the Learn-
ing Atmosphere Attitude Scale.
The project consisted of ten weekly counseling sessions which
were designed to help students improve in their goal selected
area chosen from a list of ten possible alternatives. This "goal-
selection-list" was derived from a pre-study survey of 133 non-
population high school students enrolled in summer school.
Once the student signed his contract, he was obligated to meet
with his counselor for one academic period per week over the ten-
week marking period. For the experimental population, the
sessions were devoted to the completion of ten mini-assignments
that were directed toward improvement in their selected area of
weakness. These mini-programs also included progress charts
which gave the students feedback, as to the level of goal achieve-
ment over the ten-week period. The goal areas ranged from
reading, study, and homework skills to getting along better with
teachers and other students.
FINDINGS
Analyses of the four proposed hypotheses failed to yield
significance, so that the null hypotheses of no difference between
means could not be rejected. In spite of this, two of the hypothese
(personality and attitude) revealed a trend toward a school effect.
In addition, a highly significant (p <. 01) interaction effect was
achieved relative to scores on the Learnin
Scale. This indicated that under certain c
g Atmosphere Attitude
onditions. contract
counseling can be effective in improving school attitudes of high
ability, low achieving tenth and eleventh grade males.
It was the author's feeling that the limited results were a
function of the newness of the method, and a lack of refinement
of instruments, rather than faulty hypotheses.
In addition to the analysis of variance results, several non-
statistical findings were obtained via a post- study questionnaire
administered to the contract students and counselors who partici
pated in the study. Among the tentative conclusions suggested
here were the following:
1. Contract counseling helps to clarify the student
and counselor role in a counseling relationship.
2. Contract counseling provides observable and
measurable goals of both an enabling and
terminal nature.
3. Contract counseling assures more frequent
and more regular counseling sessions between
student and counselor.
4. Contract counseling establishes visible measures
of student progress toward a specifically designa-
ted area of weakness.
5.
Goals for counseling can be defined in behavioral
terms.
6.
Students and counselors can achieve mutual
agreement for objectives in counseling.
7. Contract counseling provides accountability
loi both student and counselor.
James D. Fenn
School of Education
University of Massachusetts
^•Taherst, Massachusetts
October, 1972
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CHAPTER I
INTRODUCTION
Since the turn of the century, writers in the guidance and
counseling movement have produced a number of theories. However. '
regardless of the theoretical framework, one consistent objective of
counseling has been to help students make satisfactory adjustments to
both school and community. The extent to which this objective is
achieved is an ubiquitous concern of many counselors, and dependent
to a great extent on the particular criteria measures used to evaluate
it. Further, those criteria measures are principally a function of
the researcher's orientation and theory.
Two Counseling Philosophies
Counseling theory can be discussed from many orientations such
as directive, non-directive, behavioral, existential, etc. Another
approach has been to evaluate counseling from either process or out-
come variables. While the current investigation into contract counsel-
ing is more directly related to outcome variables, it is not limited to
that as will be suggested later in this section.
The process view of counseling is concerned primarily with
effecting changes in the self, and assumes, amcnS 5?ther things, that
the existence of a relationship between client ana co rnselor will help
to produce changes which will subseqaetr= ly manifest tnemselves in
2better generalized functioning outside the counseling situation.
ror proponents of the process theory, goals arc a function of an
individual's decision based primarily on the perceptions and needs of
the client at the time the decision was made. It is judged in terms of
Whether or not the decision-maker was cognizant of a number of factors
such as "how many alternatives were available?" (Dilley, 1965); "how
willing was the decision-maker to assume personal responsibility for
his decision?" (Tyler, I960). In other words, the clients' values and
judgments are the criteria of measurement, and the judgments by others
are less relevant.
The process view recognizes that for each individual, there are a
number of unique elements for each decision; and what is a good choice
for one individual may not be a good choice for another, or even for the
same individual at another time. It recognizes that a person's perceptions
r
K
of himself and the world are real to him and that his behavior is based
on these perceptions regardless of whether or not they agree with the
judgments of others. It recognizes the worthwhileness of the individual
to plan and accept responsibility for his own future. And finally, it
recognizes that to some extent, real life outcomes are beyond the
control of the decision-maker, and thus an outcome cannot necessarily
be considered poor because it fails to turn out as expected or desired.
One of the difficulties with this view is that the goals may become
"so many words", stated in vague and non-measurable terms. In
addition, an individual' a statomonts about alternatives, risks, and
objectives may be totally unrealistic, and still be internally consistent
and reflect a full acceptance of responsibility. This would be especially
true in regard to statements which refer to future events or the
feelings and attitudes of others.
The second view, that of outcome, is based more on promoting
overt and observable behavior changes through specification of
counseling goals. This view assumes that counseling success can best
be measured by the behaviors which will result outside of the counseling
session, collected from a variety of extrinsic sources such as teachers,
parents, peers, etc. This outcome view is concerned with observa-
tions which are external to the decision-maker. Rather than being
measured in terms of what was important to the individual internally
(although this is a vital factor in his selection procedure), the outcc
are measured in terms of whether or not the client's behaviors have
:omes
moved in the desired societal direction. The advocates of the out-
come view emphasize that the individual functions as a part of society,
and that he has a responsibility to that society over and above that to
hinaself. It emphasizes more of a social purpose for man than an
indiosyncratic one.
As is true with all theoretical orientations, there is no con-
clusive answer to the process-outcome dichotomy, and according to
Dilley (1967) neither view is satisfactory in and of itself. He claims
4that counselors who hold to only one view do a disservice to their
counselees in terms of the other. Sorenson (1%7) in referring to
decision-making seems to be saying much the same thing. His
postulate is that to be effectively contributing members of soci.^ty,
good decision making is necessary, and this consists of both internal
and external decisions. By a good internal decision, he means that
which IS self- satisfying; and by good external decisions he is referring
to their degree of conformity with the overall view of society.
Neither is this unlike Keisler's (1966) position that to some extent,
process investigation is outcome investigation and outcome investigation
IS process investigation. It is more important that change does take
place and this change must be visible; for without some means of
observing the change, there is a legitimate question as to whether
or not it has actually occurred. This concept of visible change has
been one of the factors responsible for the present investigation into
the potential value of contract counseling.
It should be mentioned that the contract method of counseling does
not imply that the personal experience and inner feelings of the student
are unimportant. On the contrary, these factors must be continually
discussed throughout the counseling relationship in order to be defined
in behavioral terms. Furthermore, in contract counseling, it is im-
perative that the counselee himself (with the help of the counselor)
make a determination as to what objectives he selects, how these
objectives are to be measured, and what time factors are set. This
means that when dealing with the snbjective-feeling area of counselin
goals like self-actualisation have to be defined in behavioral to rms
since by nature they vary extensively among different individuals.
Thus, unless stated in definable terms, they become difficult to
measure and/or evaluate. Although it is a difficult task in terms of
speciiicity. It can and has been done. For example, pupil personnel
workers in the Clark County School District in Las Vegas, Nevada,
have attempted to develop behavioral objectives in all areas of special
student services including counseling, social work, and others
(O Hare, 1969). One of the counseling objectives stated in broad terms
was to "develop in students, an awareness of self- potential in the
realm of educational goals". After extensive work among students,
teachers, and counselors, this was reduced to the following behavioral
definitions:
• All students will be able to identify verbally or in
written form their two highest areas of achievement
and the area of highest achievement as measured by
the California Achievement Test.
2. All students will be able to state verbally or in
written form:
a. An average of his past and present grades in
language arts, social studies, math, and science
over the past three year period; and
b. Any difference between his potential as indicated
by the testing, aitd his achieved grades.
Defining the objectives in this way allows e
IS meant by "an awareness of self-potential",
to principals and teachers; it can be measure
readily determine if the counselor's behavior
of these goals.
veryone to know what
It can be articulated
d; and one can more
is related to the pursuit
Advantages of a goal-oriented approach to counseling. What does a
specific goal-oriented approach to counseling offer that is not available
with the more traditional concept?
First of all, from the client's viewpoint it helps him to think
about, evaluate, and ultimately state his goals in tangible terms.
Second, it can provide him with an opportunity to measure his progress
during the pursuit of these goals. This measurement offers two
advantages. First, it provides reinforcement; and second, it gives the
counselee an opportunity to make any changes he might deem necessary
along the way. While most adherents of traditional counseling would
probably also claim these advantages, in the goal-oriented approach
the students' evaluations are based on more specific and concrete
evidence. Furthermore, feelings are extremely fragile and subject
to counter feelings, so that in the more traditional situation, the
process of evaluation is more subjective than objective. In this vein,
Kell and Meuller (1966) have devoted considerable research to the
concept of a constantly changing relationship in counseling; and it
is suggested th^t the goal-directed method can offer an additional
7avenue for research in this important area.
Another phenomenon wlix ch is receiving considerable emphasis
in current literature is that of accountability. Here again, goal-
oriented counseling makes this a more viable reality whereby a counselee
not only selects observable goals and procedures, but he can also
establish a precise (although not inflexible) time pattern. He then
becomes "accountable" if these projected target behaviors are not
attained. Whereas this "accounting" is generally perceived as an
accounting to himseli, it can also pertain to his counselor, teachers,
parents, or any "outside" individual. From a more mechanical and
research point of view, the characteristics of objectivity, replicability,
and measurability are all increased with a goal- oriented paradigm.
Finally, another area of counseling that has received attention is
that of the state of expectancy between counselor and client. This
includes goal expectancy, role expectancy, and attitude expectancy.
For example, Poppen and Peters (1965) found that prior to receiving
counseling, the expectations of junior high students are significantly
different from what they actually experienced within the counseling
interview. Grant (1954) also achieved similar results with high school
seniors.
Thompson and Zimmerman (1969) found significant differences
regarding counseling goals and objectives not only between counselors
and clients at a given point in the counseling relationship, but also
between the counselors and clients themselves at different points in
the counseling process. According to Thompson and Zimmerman
(196V):
"A goal checklist was administered to 315 clients and
their counselors at several points during the counseling
process. The clients were asked to check the goal
they had selected for themselves, and the counselors
were asked to check the goals they saw as appropriate
for their clients. The phi-coefficients.
. . although. . .
statistically significant from chance.
. .were not high
and indicated a marked discrepancy between the
goals of clients and of counselors, and instability
of both sets of goals (p. 212)."
Kumar and Pepinsky (1966), being concerned with the client-
counselor interpersonal relations, reported that conditions of confirma-
tion (of expectancies) were more conducive to accurate assessment of
goals than conditions of disconfirmation. Their results further indicated
that the counselor's perception of a friendly or hostile client system-
atically exaggerated and mitigated the counselor's feeling of liking for
that client. On the other hand, a study by Ryan (1966), using resident
college students, found no congruence between client perceptions of
effective counselors or counseling effectiveness and attainment of
counseling goals. Grant (1954), working with high school seniors,
suggested that once students do have a perceived role of the counselor,
they will show resistive behavior if the counselor moves out of that
perceived role. Thus, a theoretical framework, where any variety
of expectations and/or anticipations of counselors and clients that
be developed to produce greater conve,
lead to greater and
can
proces s-
Lve primarily because it
;rgence, could conceivably
more accurate communication between the parties
at all points in the counseling process.
Ehrle (1970) contends that counseling, as an individual
oriented approach has been less than effect!,
hasn't been given the chance to work for large numbers of students.
There are several reasons for this. Among them are such practical
considerations as budgetary limitations and lack of qualified personnel,
while others are less tangible. Examples of those less tangible are
discrepancies between school principals and counselors on the role
and objectives of the counselor (Hart and Prince. 1970) and a lack of
counseling criteria that can be mutually agreed upon by all parties
(Walton and Sweeney, 1969).
It is this investigator's contention that the employment of a
method of counseling which utilizes measurable goals and outcomes
will not only reduce role and criteria discrepancies, but will offer a
number of other counseling advantages as well. It is postulated that
criteria discrepancies will decrease as specific goal statements are
increased, provided ways of measuring those goals are established.
For example, when improved student grades are cited as a counseling
goal, evaluation of the attainment of that goal can be accomplished by
direct reference to such visible measures as class marks, teacher-
10
made test scores, and report card grades.
Likewise, the role conflict will diminish once the principal,
and other school personnel understand that the counselor's purpose
with the student is to provide services which are directed toward
specific and measurable improvements. It becomes less important
to people other than the counselor, how this improvement is develop-
ed. What does become important is the degree and direction of
student progress, as behaviorally defined and measured, over a
given period of time.
A number of advantages become associated with a goal-directed
type of counseling. One of these is a clearer understanding of how
the counselee perceives the goals which are developed from the
counseling relationship. Caldwell (1970) suggested that a pupil's
life style is based upon a goal as he perceives it . Accepting this,
three requirements for counseling become important. The first is
the need to identify goals which are clearly understood by both the
student and the counselor; the second is that these goals must be
acceptable to both parties; and the third is the opportunity for the
student and counselor to meet regularly in order to clarify dis-
crepancies between student and counselor that inevitably occur
throughout the counseling relationship (Kell and Meuller, 1966).
The first requirement is necessary because it is the perceptions of
the student that determine his behaviors, and not those of the
counselor. Without a mutually understood perception of the goals,
there can only be a minimum of meaningful communication between
the parties.
The second requirement becomes obvious since without accepta-
bility of goals the effects of counseling are limited. This concept
of mutual acceptability is particularly relevant in these days of
revolt, rebellion, and riots. Many students today seem to be less
willing to make total and unquestioning commitments to counselors
or non-participatory administrative policies than was the case even
a decade ago.
The third requirement is especially vital because as Kell and
Meuller (1966) have concluded, the counseling relationship is an
ever- changing phenomenon which varies with the needs and motivations
of the individual parties involved. These authors point out that since
human memory is a very selective process, students tend to retain
those elements of a counseling interview which will reinforce and
justify their previous behaviors, while counselors are more likely to
recall the discussions related to student change and progress. It is
suggested that without a vehicle which will provide for clear and con-
tinued two-way communication, the assessment of the efficacy of
counseling is impaired.
One way to accomplish the above- mxentioned aims is through the
use of a contract which will not only commit, in a legal- like manner.
12
both the student and counselor to specific, mutually agreed upon
goals, but will also spell out the methods and activities for achieving
those goals. More specifically, it is a major premise of this study
that contract counseling is one method of counseling that will:
(1) clarify the counselors role in the counseling relationship, (2)
provide observable counseling outcomes by which counseling effective-
ness can better be measured, (3) provide for greater student input
into goal identification and achievement, (4) provide an opportunity
for counselor and student to meet regularly and (5) improve student
functioning both academically and behaviorably in a manner which
can be measured by grades, attendance, teacher personality ratings,
and student evaluations of their attitudes toward the learning environ-
ment.
Why Contract Counseling ? There are several reasons why contract
counseling is being considered. First, this has never been attempted
before in a full-fledged guidance program. Second, it is very much in
keeping with the latest trends toward accountability. Third, contract
counseling provides a firm basis on which both student and counselor can
develop greater communication. That is, it creates a situation where
each one knows what is expected from the other, and should this expecta-
tion become vague or misunderstood, there is a weekly session whereby
any misunderstandings can be resolved. Fourth, the development of
13
the mini-programs gives the student an actual measure of his progress
over the period of the contract. Fifth, and most important, contract
counseling is student centered. It presents the student with the
opportunity to select his o^ goals, as well as the chance to have
Ills own input into exactly how he sees the best way of working
toward that goal.
Finally, because counselors have traditionally had to spend much
of their time with college placement, clerical duties, and other
perfunctory tasns, little time has been left over for counseling.
Through the contract method, however, the counselor not only sees
the student more often, but is able to "zero in" on specific behaviors
thao prohibit the youngster from fulfilling his academic commitments.
This means that the counselor may become more concerned with the
reasons why the student is not achieving up to par. For example, if
a student reports that he would like to know how to study more
effectively, such c[uestions as how much actual time is spent on study-
ing; at what time does the student do his best work; under what
conditions; what is the total family environment interaction; how
does this affect the student; and what can be done about these situa-
tions; etc.
,
can all be investigated by the counselor. In addition, the
actual mechanics of effective study (note taking, Q-A Method, physical
setting, etc. ) can be provided when necessary.
An additional benefit of contract counseling- -which might be considered
14
a "fringe benefit"--is that of increased rapport between tin-
guidance department and other school personnel. This is brouglu
about by the fact that contract counseling calls for increased communi-
cation between the counselor and a number of "significant others"
who play a vital role in the student's everyday life.
Counseling
Definition. There are numerous definitions of counseling ranging from
a procedure for self-actualization (Paterson, 1961) to a process de-
signed to help a person answer the question, "What shall I do?"
(Tyler, 1953). In this report, counseling is defined as a face to face
situation in which a professionally trained person (counselor) uses
his skills in helping other persons (clients) to identify, clarify and
set precise goals and to assist those clients in developing specific
means by which these goals can be both achieved and measured.
These goals must be within the ethical standards of the counselor and
the institution which employs him. The above definition of counseling
has two basic elements which are closely identified with the contract
counseling method. First it is focused on the client, and secondly it
calls for specific, measurable goals and outcomes of a behavioral
nature. However, before turning to contract counseling per se, it is
necessary to consider the most vital element of the method--the contract.
Legal Defi nition of Contract
Attorney William L. Clark, Jr. defined a legal contract in his
Handbook of tji_o_La;;^_Cont racts in 1931. This text
.still remains
the authoritative resource for resolving contract disputes in the
courts of today. According to Clark:
"1. A contract in its broadest sense, is an agreement
whereby one or more of the parties acquire a rightm rem or in personam, in relation to some person!
thing, act, or forebearance. It may be in its in-
ception:
(a) Executory; that is, where an obligation is
assumed by one or both parties to do or forbear
from doing some act. The rights acquired are
rights in personam.
(b) Executed; that is, where everything is done at
the time of agreement, and no obligation is
assumed, as in the case of a conveyance of
land without covenants, or a sale and immediate
delivery of goods for cash without warranty.
Executory contracts when fully performed are
also said to be executed.
2. A contract in its narrower, and more proper sense, is
an executory contract. It is the result of the con-
currence of agreement and obligation, and may be
defined as an agreement enforceable by law, made
between two or more persons, by which rights are
acquired by one or more to acts or forebearances
on the part of the other or others (p.2)."
Since "agreement" is the essential element in any contract, it
also is defined by the same author, Clark, as follows:
"3. Agreement is the expressions by two or more persons
either by words or by conduct, of a common intention.
In legal situations, at least, there must be a meeting
of the two minds in one and the same intention (p. 3)."
1
R. F, Claffie, Personcl Communication, 1971.
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^unseling Contract
. A counseling contract as used in this study is a
legal- like instrument which forms an agreement between a student
and his counselor that is designed to help the student improve in
his academic performance and total school adjustment. It is a
nine page mimeographed document which consists of four basic
parts: Definitions of Terms; Goal Selection List; Performances
(by Student and Counselor); and Affidavits which are to be signed
and witnessed by both student and counselor. Each party serves as
witness of the others signature. A more complete description of
the counseling contract is found in Chapter m, and a copy of the
entire contract is included in Appendix A.
Contract Counseling
. In its briefest form, contract counseling is
defined as that method of counseling which utilizes a counseling
contract. The method stems from the observation that in many, if
not most, secondary school counseling situations, there is little
opportunity for the student to have any real input into his true, and
often unexpressed attitudes concerning the many decisions which are
made of, for, and about him, and which affect his life every day. The
result is that students "turn off very quickly in the counseling inter-
view and for all intents and purposes, lose the help of the one school
resource which they should feel closest to in the time of need.
i
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Contract counseling should provide for more frequent opportunities
for students to take a more active part in their own choices, their
own decision-making, and their own determination as to what is and
IS not "for their own good." Also, through the initiation of a contract
counseling approach, there is an enhanced opportunity for the
counselor to take an active and specific role in the counseling
process.
Counseling Goals. Specific counseling goals usually depend upon the
particular model that one proposes (Poole, 1957). For example,
Rogers (1961), in his client- centered model believes that counseling
should aim at helping the client become more self-directing, less
rigid, more open to the evidence of his senses, better organized
and integrated, and more similar to the idea he has chosen for him-
self.
Freud's goals of psychoanalysis have been stated as follows:
. . . to restore the ego, to free it from its limitations, and to give
back the masteiry over the id which it lost as a result of its early
repression (Perez, 1968). In evaluating goals, Freudians are
likely to be more concerned with evidences of ego- controlled
behaviors, while Rogerians would look for measures of rigidity,
self-direction and personal organization and integration.
One of the limitations of the above-mentioned goals is that the
very change which the therapists wish to facilitate (whether client
I
.
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or counselor selected) is that they are ambiguous and hard to define
in specific, externally observable terms. The therapist must rely
on either the client's own statements about himself, or make certain
inferences about progress via his own observations within the
therapy session. Occasionally reports from "meaningful others"
who have a relationship with the client outside of therapy are also
considered in evaluating client progress.
Utilizing a method of counseling that is goal directed and
measures outcomes in objective terms would result in fewer
differences between the counselor and those persons who are deeply
concerned about the client's progress--i. e.
,
teachers, principals,
parents, and most important of all, the client himself. Krumboltz
(1966) argues that stating goals in terms of observable behaviors,
will prove more useful than stating them in terms of such inferred
mental states as self-understanding and self-acceptance. He cites
four reasons for this:
(1) Counselors, clients and citizens could more clearly
anticipate what the counseling process could and
could not accomplish.
(2) Counseling psychology would become more integrated
with the mainstream of psychological theory and
research.
(3) The search for new and more effective techniques
of helping clients would be facilitated.
(4) Different criteria would have to be applied to different
clients in assessing the success of counseling.
Brayficld (1962) also supports this position in claiming that
counseling psychologists place undue emphasis on egocentric, self-
regarding internal states and that instead they should use goals
which would stress dependability, accountability, and responsibility.
There seems to be little debate that the primary purpose of
counseling is to change behavior. However, the questions of what
behaviors should be changed, how to change them, and according to
— resolved issues. Contract counseling not only
recognizes these questions, but makes an effort to deal with them
by providing for direct input from the student on each of these vital
issues. In addition, it is recognized that before changes or modifi-
cation of certain types of behavior can take place, a number of pre-
conditions must be met or provided. For example, if a student
does little homework, there are many and varied reasons for it.
Fossibly he lacks an appropriate study area; his home environment
may not be conducive to doing homework; or he may simply not
understand the assignments. Ammerman and Melching (1966) discuss
this possibility in their paradigm of educational objectives. In their
paper they define two kinds of educational objectives: terminal and
enabling. Terminal objectives are representative of the ultimate
performance capabilities to be sought by the instructional program.
Enabling objectives are the necessary learning tasks (or conditions)
that bridge the gap between existing student abilities and those which
20
are ultimately desired.
In the contract method used in this study, the terminal objectives
are those of improved grades, attendance, attitude, and feelings about
the climate of the learning atmosphere. The enabling objectives may
be considered to be those conditions and/or skills which aid or enable
the counselee to achieve the ultimate terminal goals. The bridging
of this gap is a function of the student and the counselor working
together in a manner which will aid the student in achieving the
mutually agreed upon enabling objectives.
As will be described later in Chapter HI. contract counselors
were instructed to explain to their students that the ultimate (terminal)
objectives of the project were to help them improve in their total
school performance - both academically and socially - and that there
were a number of ways of doing this. Some would relate to study
methods while others would concentrate on such enabling factors as
attention, attitudes, or opportunities for self-evaluation. The purpose
of the contract is to commit the student to a concentrated program
which hopefully will result in an ultimate improvement in total school
adjustment.
Earlier in this chapter, five general purposes of the study were
listed. These items referred to improved communication between
student and counselor, greater student input into goal selection,
measurable oiitcomes, regular meetings between student and
counselor, and most important of all. improved student functioning
at the conclusion of the contract period. It is recognized that these
objectives are not unique to the contract counseling method and are
very much in accord with those of behavioral counseling in general.
However, the achievement of these objectives are only minimally
present in many of today's secondary schools.
Probably the most unique element of contract counseling is that
of a real commitment to the contract on the part of both the student
and the counselor by virtue of the mutual signing and witnessing of
signatures. While there seems to be a tendency for most American
people to have an aversion toward signing their name to any legal
type of document, once signed, a feeling of total commitment and
finality is usually engendered. In some cases, even after a signature
is affixed to an agreement, there remains an uneasiness that the
individual may have missed some vital element or negative condition
in the "small print'
^
The counseling contract is designed to encourage the desired
commitment, but it avoids the "small print" concern by (a) not having
any and (b) by the inclusion of a "Penalty Clause" item which clearly
states that there will be no penalty for nonfulfillment of any part of
the contract by either party.
To increase this feeling of a legal- like commitment, the cover
page of the contract is printed on legal-type stationery which is
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margined on all four sides with the familiar double red line.
A second important contribution of contract counseling deals
with the manner in which the counselor works with the student. This
IS especially important because it provides a firm base on which
both parties can build and develop greater communication. It creates
a situation where each knows what to expect from the other; and
should this expectation become vague or misunderstood, there is a
continual opportunity for the differences to be resolved. Third, the
counselor is encouraged to "zero in" on specific behaviors that pro-
hibit the student from achieving his stated goals, i. e.
,
he can deal
more directly with the reasons why the student is having difficulty,
and will therefore be in a better position to offer relevant suggestions
for developing solutions.
In terms of increased rapport between the guidance department
and teachers, which was previously mentioned, psychological
and guidance literature have published articles relative to a lack of
understanding of the role of the counselor by teachers, administrators,
and other school personnel. From even the most recent research
(Hart and Prince, 1970; Lewis and Lewis, 1970) the situation
apparently still exists. In addition, the personal experiences of this
investigator reflect a feeling on the part of teachers that counselors
are more concerned with the child's home environment, or his "psyche"
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than with his school activities All fV,- uoes. of this may be justifiable, say
the teachers, but simply being concerned and a "nice guy" does
not necessarily bring about a change in performance. With contract
counseling, however, the counselor remains "tuned in" on the
terminal goals of desired social and academic achievement. This,
along with enhanced communication between teacher and counselor
which the contract makes necessary, should improve the under-
standing between counselors and teachers, and hopefully reduce
the "education gap, "
Finally, and perhaps the most important element of contract
counseling is the provision for specific procedures or programs for
attainment of goals. These programs will be discussed more thoroughly
in Chapter m, and can be seen in their entirety in Appendix E. Basically,
the programs identified in the contract consisted of weekly assignments
or exercises designed to accomplish enabling objectives and improve
the student's behavior in his selected goal area. In addition, there is
both a pre- and postevaluation of the student's status regarding that
goal so that by the conclusion of the project he can see his progress
over the ten week period. For example, in goal number six, "Be
Able to Read and Comprehend More", the program utilizes the Reader's
Digest self-improvement booklet. Improve Your Reading, Part III
(Junior and Senior High Level). This program provides for weekly
recordings of the student's reading speed and comprehension so that
he knows exactly how much he improves in each area of reading.
While not all programs contain a weekly progress check, each one
contains at least a beginning and ending status report showing the
student's position in his selected goal area.
Assumptions of the Study
As in all research undertakings, a number of assumptions hav
been made. Those related to contract counseling may be stated as
follows:
1. A desire to achieve good grades and to behave in an
appropriate manner are initial desires of all (school)
children.
2. A variety of individual situations and conditions occur
both within and outside of students which interfere
with and /or keep them from functioning at their
(and society's) desired level.
Some of these conditions may be not knowing how
and/or where to seek appropriate information;
not being permitted to seek appropriate informa-
tion; a lack of understanding and/or ability for
self-discipline; poor study habits; personality
clashes; limited home and environmental conditions,
etc.
3. Counselors can help identify the sources of difficulties
and guide students toward observable behavioral
improvements of them.
4. These improvements will affect school grades and
behaviors in a manner which can be observed and,
therefore, measured.
Objectives of the Study
There are four general objectives of this study:
1. To conduct a pre- study to identify ten goals
which will serve as a goal selection list.
2. To develop a counseling contract that will permit
students to select one of these goals which,
when approached via counseling assistance,
will result in improved "terminal objectives".
3. To develop a series of "mini-programs" to
accompany each goal of the contract which will
provide counselors with specific material for
assisting the student in working toward his
selected terminal goal.
4. To compare the use of contracts with the
traditional method of counseling in the
achievement of the "terminal objectives".
Hypotheses of the Study
r
Listed below are the specific hypotheses of the study;
1. There is no significant difference in grade
point averages between high ability, low
achieving tenth and eleventh grade males
counseled via the contract method and those
counseled via the methods normally used by
counselors.
2. There is no significant difference in teacher
attitude ratings, as measured by the
Personality Record between high ability, low
achieving tenth and eleventh grade males
counseled via the contract method and those
counseled via the methods normally used by
counselors.
3. There is no significant difference in daily
attendance between high ability, low
achieving tenth and eleventh grade males
counseled via the contract method and those
counseled via the methods normally used by
counselors.
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4. There is no significant difference in student
responses about the school learning atmos-
phere as measured by the Learning Atmos-
phere Attitude Scale between high ability,
low achieving tenth and eleventh grade males
counseled via the contract method and those
counseled via the methods normally used by
counselors. '
CHAPTER II
Related Research
Chapter II will be a review of the literature considered
relevant to the current investigation. The three areas to be discussed
are: (1) underachievement, (2) individual counseling with under-
achievers, and (3) contracts in counseling. The first two are some-
what similar in that while extensive research has been devoted to
them, a lack of universally accepted definitions, vague descriptions
of treatments, and limited controls of variables, have all led to
something less than findings which can be generalized.
The third area, that of contracts in counseling, is a relatively
new one and is limited primarily to verbal contracts and contingency
contracts in behavior modification programs.
Underachievement
Underachievement, broadly defined, refers to the performance of
all individuals who fail to produce up to or near their maximum potential
in any given area. However, since this definition is not precise enough
for research purposes, an opei*ational definition is needed. Conceptually,
underachievement is based on two inconsistent measures of performance.
Statistically, underachievers are generally defined as those students who
score in the top ten percent of their class or age group on tests of intell-
igence, but whose classroom performance is at or below the median (or
mean) for thejr general age level. (Other percentages are used operationally.
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like top 25% functioning in lowest quartile, etc. ). Within this group,
two distinct subgroups can be identified: (a) those students who rank
high on intelligence tests but low on ^teacher grades and standardized
tests of achievement; and (b) those students who score high on both
intelligence and achievement tests, but low on teacher grades. Within
the latter sub-group, some students tend to receive low ratings in all
or most school subjects, while others receive the poor grades in only
one or two areas.
Another method of identifying underachievers is to obtain ability
measures via the usual standardized group or individual intelligence
tests, but to use teacher judgment rather than standardized achieve-
ment test scores as a measure of the academic functioning level
(Kowitz, 1965). In this latter case an operational definition of under-
achievement is provided such as functioning in at least one major subject
a full year below grade placement (or chronological age level).
Research at all levels of underachievement generally takes one
of three common approaches. The first considers underachievement
an illness or personality disturbance; the second sees it as an adjust-
ment or motivational problem; and the third views it as an administra-
tive or organizational deficiency. While adjustment problems exist in
all three cases, the theoretical etiologies and remedial practices for
each differ. Since the current investigation involves high school
students, the review of underachievement literature will be limited
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mainly to the- secondary level covering these three views.
Personality Studies In an academic environment, satisfactory school
achievement is regarded as expected behavior, especially for those
students who have an average or above average intelligence.
Consequently, it has been hypothesized by a number of investigators
that underachievement must be related to factors indicative of personal
and social difficulties and that differences in classroom achievement
are not attributable to variations in intelligence.
In one such study, Nason (1958), through a variety of paper and
pencil tests, student check lists, and peer and teacher ratings found
some indications that superior high school students with good achieve-
ment were better adjusted than similar students with poor achievement.
However, the scores in total adjustment did not significantly differentiate
the groups. Pierce (1961), taking high and low achievers from the top
30% of tenth and twelfth graders (N=104), administered the California
Personality Inventory and found the high achievers to be significantly
better adjusted than the low achievers in some areas, but that total
scores failed to differentiate the groups.
Through a comparative in-depth study involving 32 high ability
junior high school students (16 achievers and 16 underachievers),
Barrett (1957) found that achievers came considerably closer to
their counselor's conception of a well- integrated personality, i. e.
,
achievers we^e better accepted by peers, excelled in feelings of
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self-worth, and appeared more rational in their problem-solving
approaches. Feelings of inadequacy were found in both groups, but
whereas these emotions seemed to act as motivating factors for
achievers, they were seen as forces that led to withdrawal for the
underachie ver Se
De Hirsch (1963) conducted a more clinical investigation with
her adolescent population and concluded that underachievers can
be classified into two discrete categories in accordance with psycho-
analytical theory. In one group the academic dysfunction is related
to ego impairment early in childhood. This, in turn, creates a
number of personal and social problems which then become manifested
in scholastic as well as behavioral deficiencies, Ln the second group,
the psychological and academic difficulties are considdred to be a
function of elementary school language and/or learning problems
rather than pre-school personality factors. In keeping with the
developmental structure of psychoanalytical theory, the former group
of ^^derachiever s are classified as primary learning disorders, while
the latter are secondary learning disorders.
Hummel and Sprinthal (1965) also examined underachievement as
a problem in ego-functioning. Their population was selected from
tenth, eleventh, and twelfth graders, with dependent variables being
interests (Strong Vocational Interest Blank, Strodbeck V-Scale),
attitudes (Guilford- Zimmerman Temperament Survey), and values
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(Allport. Vernon, Lindsey Study of Valucs-Levy modification).
While all items of all measures did not differ significantly Indwee
under- and overachievers, there were sufficient indications to support
their hypothesis that academic performance is a kind of problem-
solving behavior where level of efficiency is. in each individual, a
function of the structure and strength of his ego.
• McGuire (1962), in a summary of his own research pertaining to
secondary school underachievement, discussed a complex distribut
of types of personalities. Rejection by peers was reported to induce
self-centered desires, conflicting emotions and excessive hostility
which in turn resulted in withdrawal, lack of creativity and low
academic performance.
McGuire's study added to Nason's earlier findings that there is
a complex pattern of factors associated with underachievement.
McGuire found that among bright students, positive status in all four
areas of (a) personality adjustment, (b) pupil's and parent's level of
academic aspiration, (c) pupil's and parent's choice of level of future
vocation, and (d) pupil's reported source of inspiration, assured
membership in the top quintile of scholastic achievement. However,
no single factor was a better discriminant than any other.
From a total of 275 eleventh graders with I. Q. '
s
above 120,
Stoner (1957) selected the 35 highest and 35 lowest performers in
percentile scores on the Iowa High School Content Examination, and
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then matched by intelligence nineteen representatives of each group.
He found that with intelligence held constant, the high and low achievers
differed significantly on five of the seventeen scales of the California
Psychological Inventory. The high achievers were superior on the
scales of dominance, socialization, intellectual efficiency, psychological
interests, and flexibility.
The above studies regarding personality and achievement represent
only a few of those currently available. However, the overall results
are inconclusive, and are best summarized by Taylor (1964) in his
extensive review of the literature from 1933-1963.
His conclusions were that the following personality factors are
positively related to level of achievement:
(1) The degree to which the student is able to handle
his anxiety.
(2) The value a student places on his personal worth.
(3) The ability to conform to authority demands.
(4) Student acceptance by peers.
(5) The resolution of dependency conflicts.
(6) Activities centered around academic interests.
(7) The realism of student goals.
In summary, it seems fair to state that the abundance of research
evidence relating personality factors to school achievement can be said
to differentiate particular underachieving groups from high achieving
groups. However, taken collectively, these investigations are so
33
div.-rse in th.'ir findimgs, their definitions of unde rachieveme nt, and
the ages studi,.d, that no generalisations can be made about character-
istics of personality which might bo associated with academic
performance.
Motivation Studies Motivation, as used in education, usually refers
to an incentive and desire to succeed (academically), or an inner
feeling (need) for accomplishment. Related to underachievement,
motivation studies have been concerned primarily with need-achievement
as It pertains to both cognitive (academic) and noncognitive (personal)
factors.
McClelland (195 3) has defined motivation as a strong affective
association, characterized by an anticipatory goal reaction, and
based on past associations of certain cues with pleasure or pain. He
has theorized, as have others, that the basic motivational pattern for
achievement is determined early in child rearing practices. He has
further suggested that the motivation for achievement is typified by
competition with a standard of excellence (within the individual),
unique and personal accomplishments, and long term involvement.
Based on this theory, McClelland developed his Achievement Motivation
Test which in a number of studies has differentiated between high and
low achievers at both the high school and college level. However, the
work of other investigators, (Shaw, 1961; Uhlinger and Stephens, 1960)
do not support McClelland's results, and these authors have called for
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a critical rc- examination of need-achievemont concepts and
instruments. They point to the possible fallacy in assuming that
the "need to achieve" would be constant in all areas of the individual'
life space, or that it would necessarily result in an observable
production of a socially desirable sort, or that "need to achieve"
and behavior would inevitably be congruent. Similarly. Pierce and
Bowman (1960) found that McClelland's scales did not differentiate
between twelfth grade underachievers and overachievers in their
population.
In a somewhat different investigation by Purkey (1969) the
assumption of underachievers not being "motivated" is seriously
questioned. Through a study called Project Self Discovery, Purkey
developed an extensive program which utilized a "self discovery
exercise" technique with tenth and eleventh grade bright underachievers.
In spite of his mixed results, he concluded that enough research
evidence was obtained to justify a continuation of the project. One
of his findings was that approximately half of the experimental
group completed all twelve sets of exercises (a series of writing
assignments for each of the chapters) entirely on their own initiative
without prompting and with no apparent external reward or reinforce-
ment.
McKeachie (1961), interested in the same problem of motivation,
took an adventurous leap by attempting to study the interactive
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factors of the individual's motives, the strategies he uses in attain-
ing whatever success is present, the ways in which different teaching
methods affect such functioning, and the outcomes in terms of course
grades. Although the results were inconclusive regarding the grades,
there was ample evidence to suggest that this type of research which
recognizes the need to investigate a multi-level approach, as well as
an interactional assessment, points to a direction which as yet is
relatively unexplored in its potential for understanding scholastic
unde rachievement.
In summary, it can be said that while presenting some exciting
challenges, the findings from motivational studies are currently
inadequate for general conclusions, as well as being inconsistent--
if not contradictory- -in their total contribution to the study of under-
achievement.
Organization Studies . The organizational approach to underachievement
refers to a broader attack on the problem where a variety of manipula-
tions are attempted on a group basis. The numbers range from a few
students to one or more entire classes. The organizational approach is
more commonly used in public school settings and includes alterations
in such areas as ability and peer grouping, instructional method and
devices, curricul\im modifications, and group counseling.
One of the most extensive programs of this type was the Talent
Preservation Project in New York City, sponsored jointly by the
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Board of Education of the City of New York and the Columbia
University School of Engineering. Underachievers were identified
as students with I. Q. '
s
above 130, who scored in the 90th percentile
on the Iowa Tests of Educational Development, but achieved any grade
below 85 in the first three terms of high school. The project included
4900 students in all five boroughs of the city, with a control group
of 1700 achievers. In addition to studying the characteristics of
these groups, the project set up a variety of programs for working
with the underachieving students ranging from group therapy and
family casework services to tutoring, special help with work- study
skills, and cultural improvement.
According to Krugman (I960) some outcomes of this program
became apparent almost immediately. Schools began to report at
the outset that many students who had not considered themselves
capable began to function better as soon as they learned the test
results. In many cases, families who had not been considering
college for their children took a new look at such a possibility.
In several other cases, even counselors and teachers changed their
attitudes and expectations about these students whom they heretofore
had never considered capable of furthering their education. However,
one of the difficulties of such a broad and all inclusive undertaking
as the Talent Preservation Project is that the analysis of results
fails to determine which of the factors (if any) are more directly
responsible for the favorable outcomes. In addition, many of the
findings are inconclusive, and the study has been criticir.ed for the
lack of adeqviate statistical treatment.
In another study employing a large population, Hausdorff and
Kowita (1964) reported interaction effects among various instructional
programs on achievement of secondary students. In their study, en-
compassing three school districts and a total of 800 tenth grade
students, three treatment conditions were applied: (1) special
instruction in reading and study skills within academic areas; (2)
special tutors in the same academic subjects; and (3) no special
treatment. In spite of the fact that their results showed interaction
effects, the direct analysis of subclasses within schools indicated no
J^tls-tion among pupil populations in terms of total gains in
academic achievement.
Warren and lannaccone (1959), working with average ability,
but poor achieving junior high schoolers, organized two experimental
and two control groups where various instructional procedures were
evaluated. Their results showed that underachievers in a so-called
"democratic" atmosphere made significant gains scholastically over
those in more traditional and authoritative settings. Those in the
"democratic" classes were encouraged to make suggestions on how
the class should be conducted, as well as being allowed to make
decisions in much of the planning of time and work schedules. In
38
addition, they were given a choice in selecting their own types of
activities, seating arrangements, and even whether or not they
wanted to work at times.
Because of a reduced mobility in the elementary grades, a
number of grouping modifications have been studied to investigate
the various effects on achievement. McCracken (I960) studied the
effects of a three week training program with selected groups of
gifted sixth graders who were underachievers in reading. While the
concentrated program obtained favorable results in increasing both
the rate and comprehension of the experimental groups, they failed
to reach a significant level of difference.
Miller (1962) summarized a study undertaken to determine
whether counseling, tutoring, or regular class treatment was more
effective in helping underachievers in third grade. With 103 children
identified by various measures, she matched three groups according
to sex, age, and I. Q, The first group was counseled individually
twice a week; the second was individually tutored in reading twice
weekly; and the third received no treatment. Here again, the final
measures revealed no significant differences among the three groups.
In Champaigne, Illinois, Karnes (1963) reported significant
differences between his homogeneously vs. heterogeneously grouped
underachievers. The former group excelled in academic achievement,
creativity, and perceived parent attitude, while perceived peer
acceptance failed to differentiate the
dropped in this area.
groups. In fact, both groups
One of the most frequently used methods of working with under-
achievers is that of group counseling. Ohlsen and Proff (I960)
reported a number of well-planned studies concerned with the
extent to which group counseling improves the mental health and
academic performances of gifted underachieving ninth graders. The
classroom in which the gifted students were counseled was equipped
with both tape recorders and remote controlled television equipment.
These reportings (visual and auditory) were transmitted to another
room in which a four-man team of observers, evaluated the results.
However, in spite of this elaborate set up, the results of the study
were similar to most others utilizing group methods in that a number
of behavioral improvements were noted but no significant improvement
in actual teacher grades. In fact, the experimental group came close
to showing a significant decrease in overall grades as compared to
the control group.
Similarly, independent studies by Caldwell (1962), Harris (1962),
and Keppers (1962) assessed the effects of vocational counseling,
group therapy, and group counseling respectively with high ability,
underachieving high schoolers. In all studies the authors reported
that the changes were not of sufficient magnitude to furnish strong
support for the hypothesis that group methods are effective for
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remediation of underachievement problems. While the majority of
research in group counseling does show some initial gains, the
follow-up studies and long range effects are disappointing.
In general, then, the research evidence strongly suggests that
it is an oversimplification to expect that an administrative provi-
sion, a new device, or a different set of materials alone can signifi-
cantly- improve either the behavioral or academic performance of
underachievers over a prolonged period of time. Since the personality
and organizational approaches to underachievement have been less
than conclusive in their long term remediation of the condition, what
are the findings from a more individualized counseling approach to
the problem of underachievement?
Individual Counseling With Underachievers
In the realm of individual counseling, Baymur and Patterson
(1960) investigated the effects of three counseling approaches with
eleventh grade underachievers. They were individual counseling
(12 weekly sessions for an average of forty minutes per session),
group counseling (8-10 students fbr nine sessions), and what was
called "one session motivational group counseling".
The authors' results indicated that the four groups (3 experimental
plus control) did not differ significantly on any of the criteria. However,
a comparison of the two regularly counseled groups with the two non-
regularly counseled groups indicated that they differed significantly
in both their adjustment scores (Q-sort technique) and in grade point
averages. Thus, the results were considered encouraging in view of
the factors tending to attunuate differences among the groups. Furthe
more, rather than accepting the overall lack of significance between
their groups, as faulty hypotheses, the authors' cited the following
factors as probable causes:
(1) Limited time of study (average of thirteen weekly
interviews).
(2) Group counseling was vague and non- defined, i. e.
,
the group was permitted to discuss any issue they
wished rather than being confined to topics relative
to underachievement.
(3) Students were selected as underachievers and not
given an opportunity to volunteer for inclusion
in the program.
(4) Students (especially from Group I) discussed
highly threatening emotional problems which
may have detracted interest and effort from
academic achievement.
(5) Extensive variability within groups were
negated by statistical procedures.
Gilmore (1967) did a limited study on six ninth grade under-
achievers where only the parents--and usually the mothers--were
counseled for fifteen sessions. In spite of the fact that the number
was small, the comparative results with eight control cases were
sufficiently impressive for the investigator to continue his research
on a more extensive basis.
Gurman (1970) conducted a similar investigation, but in addition
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to parents, he also counseled the students. Here again, although
the population was small (thirteen male high school sophomores)
and the results were not treated statistically, the author makes
several impressive arguments for his conclusion that " While extra-
familial forces undoubtedly operate in the life of the underachiever.
.
the family system nevertheless appears to be of immense significance
in attempting to understand the meaning of underachievement beyond
actuarial consideration (p. 49)."
Conway (1971) also found a significant parent variable in a
study utilizing behavior modification techniques. One of his con-
clusions stated "Although further study is suggested, results indicate
that childrens' achievement, as measured by selected subtests of the
Stanford Achievement Test, was significantly enhanced by their
parents' use of behavior modification (p. 79)."
Bates (1968) compared traditional counseling (thirteen weekly
sessions) with an "accelerated interaction" approach (equal amount
of time concentrated into a continuous two-day period). Gain scores
for eight measures such as G. P. A.
,
attendance, effort marks, etc.
,
served as the criteria measures. Subjects were matched for sex,
grade, ability, achievement, and socio-economic level. The tradi-
tionally counseled groups demonstrated significant gains in G. P. A.
,
attendance, and effort while the accelerated groups did significantly
better in reducing tension and hostility.
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In anoth.'r study with potential d
(1968) concluded that
i*op-outs, Bunda and Maz.y
a program of work experience significantly
modified the academic and attendance performance of their popula-
tion. However, ^ addition to the half-day work experiment, the
thirty subjects also received intensive counselin g, a reduction of
course load, and on-the-job supervision. The statistical procedures
failed to differentiate between the treatments and indicated no inter-
action effects.
Calhoun (1956) did a study with eighth grade underachievers
in which he held a minimum of three individual conferences per year
with his experimental group. In these interviews, test results were
interpreted by the counselor, and the students were encouraged to
develop plans to alleviate their underachievement based on the
student's own analysis of the reasons for his problem. While pre-
and posttests failed to differentiate the groups, school marks of the
experimental group were significantly better based on five report
periods throughout the year. In addition, ratings of pupil interest
in school work favored the experimental population.
It seems, then, that not only must the relevance of the time factor
in counseling be more closely examined, but also more research is
needed to investigate the potential value and importance of increasing
student input into the resolution of his own problems. More will be said
about this later in the chapter. Suffice it to say at this point that
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while by no means conclusive, there are a number of indications
from the literature that suggest counseling— particularly on an
individual basis---can have a significant effect on improving the
lot of the underachieving student.
Contracts in Counseling
Berne (1966) was deeply committed to the use of verbal con-
tracts in the patient-the rapist relationship and discussed three
general types that should be of concern to each party. These were
administrative, professional, and psychological. The administrative
contract referred to the relationship between the therapist and his
employer; the professional contract referred to what the patient
wanted and what the therapist had to offer; and the psychological
contract referred to the constantly shifting patient- the rapist relation-
ship.
Pratt and Tooley (1968) also refer to organizational contracts, but
their reference is a theoretical conceptualization which brings together
the total life functioning of the individual into a specific contract-
system based on reciprocal agreement and mutuality of respect. While
they are attempting to implement a program at Jacksonville (111. ) State
Hospital based on this conceptual framework, there is no evidence that
a written conctract is being utilized. Research is not yet available
on their results.
Likewise, Johnson (1963) refers to a group contract, but here
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again, this is votbal rather than written. He states th.at a number „t
important issues regarding group therapy must be clearly defined to
members well in advance of their group participation.
By far the most frequent use of written contracts in a therapeutic-
like situation occurs in the area of behavior reinforcement. This
takes a variety of specific forms, but basically, all relate to some
type of reward which will increase the intensity and/or frequency of
the desired behavior.
In most cases, the behavior modification contracts are referred to
as contingency contracts. In this area, Homme (1969) cites ten basic
rules for a contingency contract: •
(1) The reward should be immediate.
(2) Initial contracts should call for and reward
small approximations.
(3) Reward frequently with small amounts.
(4) The contract should call for and reward
acco mplishment rather than obedience.
(5) Reward the performance after it occurs.
(6) The contract must be fair.
(7) The terms of the contract must be clear.
(8) The contract must be honest.
(9) The contract must be positive .
(10)
Contracting as a method should be used
systematically.
In an effort to see if viable changes in child behavior could be
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brought about by guiding parents and teachers in procedures of
contingency contracting, Cantrell, Cantrell, Huddleston, and
Woolridge (1969) did a preliminary investigation utilizing individually
developed contracts on school age children in grades one to eleven.
Although the research is still in process, among the authors'
conclusions was the following:
. .the application of reinforcement theory in the form
of written contracts.
. . can change problem behaviors
(p. 220)."
In summary, Chapter II reviewed three areas of research relative
to the current study. These reviews indicate quite conclusively that
in spite of more than fifty years of persistent effort to identify, ex-
plain, and ameliorate lowered scholastic performance within students
of average or better intelligence, little of an exact nature can be stated
about any of the three areas. Nevertheless, two approaches to the
problem of underachievement seem to offer promise. One is via a
multi-level attack where a group of factors are studied in relationship
to another group of factors, along with their interactions. For example,
such factors as age, sex and grade level of underachievers might be
correlated with subjects failed, teaching methods, and teacher
characteristics.
The second area of research that showed a number of positive
findings was that of individual counseling. It is this latter approach,
in conjunction with a specific goal- oriented philosophy and a counsel-
ing contract to serve as vehicle, that forms the basis of the current
investigation. Chapter III will be concerned with the methods and
procedures of this study.
CHAPTER III
methods
Chapter ni will be devoted to an explanation of the specific method;
and procedures of the study as they pertain to subjects, settings, treat.
ment, experimenters, collection of data, and the statistical design for
the analysis of data.
Subjects
T\ie subjects for this investigation were 20 tenth and 20 eleventh
grade male high ability underachievers. The underachiever is identi-
fiable in all schools and at all levels. However, he appears most
frequently and presents a most significant educational challenge at the
secondary school level (Raph, Goldberg, and Passow, 1969). According
to these authors, he (the underachiever) is seen as lazy, disinterested
in school, bored, rebellious, unable to relate to teachers; and regardless
of the particular symptoms, he inevitably encounters difficulty with one
or more academic subjects. This vast waste of talent to both the indi-
vidual and society, as well as a desire to help the student function at a
more satisfactory level, led to the selection of underachievers as the
population for investigating the efficiency of a contract method of
counseling.
The population for this study was limited to males because of the
research findings that male underachievers generally outnumber female
underachievers by at least a two to one ratio at the secondary school
level (Holland and Astin, 1962) and also to reduce the number of
dependent variables.
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The subjects for the present investigation wer»; 40 t<-n(h and
study were English, mathematics, social studies, and science
low achievers were selected at random from each of two comprehensive
. Twenty
high schools (s-1 and s-2) and assigned randomly to either treatment
group one or treatment group two as shown in Figure 1.
Selection of subjects. To identify the potential population, a
letter was distributed to all tenth and eleventh grade classroom
teachers in the major subject areas in.the college preparatory and
commercial programs at each high school during the 1970-1971 school
year. A copy of this letter appears in Appendix A.
The identification of underachievers is no simply task, and several
authors (Raph et al.
,
1969 ; Kornrich, 1965) have found that a
universally accepted definition of underachievement does not exist. The
latter author also points out that ^^diagnosis of underachievement is
usually made in one of two ways; through the use of test scores or
by teacher judgment (p. 467)." The latter method was employed in
the present investigation for the following reasons: (1) the primary
purpose of the study was to compare two types of counseling
,
not
underachievement per se; (2) system-wide standardized achievement
data was not available; and (3) the time, effort, and expense necessary
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to obtain data was prohibitive.
The recuitment letter for teacher nominations resulted in a
total of 99 potential students being selected. The subjects were
distributed by school and grade in the manner shown in Table 1.
The reason for the greater number of underachievers from School 1
was due to the larger number of students enrolled in the college
preparatory and commercial tracks in School 1.
Table 2 represents the four major subject area grades achieved
by the total study population over the first two marking periods during
the 1970-1971 school year prior to the initiation of the contract counsel-
It can be seen from this' table that the pre- study marks
of the underachievers resulted in a mean grade-point- average of
1. 8, or a high D. This suggests that the students were appropriately
identified by the classroom teachers as low achievers. Further
evidence of appropriate identification of underachievers is that every
student listed by the classroom teacher received at least one C in a
major subject during this interim, and 31, or 77. 5 percent of the
forty students received at least one D in a major subject over this
pre- study span of 20 weeks.
All potential students were screened for I. Q. , and only one
pupil had to be excluded for consistently below average scores.
Lorge- Thorndike group tests were utilized to determine intelligence
quotients. This, test had been administered to the tenth graders in
52
Table 1
Number of "Underachieving" Students Selected by Classroom Teachers
Categorized by School and Grade
School 1 School 2
Grade 10 36 21
Grade 11 26 16
Table 2
Major Subject Grades Achieved During the First Two Marking Periods
By Treatment 1 and Treatment 2 (September 6, 1970 - January 31, 1971)
Grade Frequency Grade- Point- Value Total Value
Mean
Grade
Value
A 8 4 32
B 5 6 3 168
C 152 2 304 1. 8
D 59 1 59
F 37 0 0
Incomplete 8 (Not included)
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January of 1971, and to the eleventh graders in February of 1970 so
that all performances on the Lorge- Thorndike were obtained within
one year prior to the initiation of the research.
Once the names of the prospective students were received by
the head counselors of the respective schools, each student was called
to the guidance office and given a personal letter signed by the head
counselor, inviting him to attend a future meeting to learn more
about the project. A copy of this letter appears below;
A PERSONAL LETTER TO YOU
Dear
The guidance department is undertaking a special
short-term project during the next marking period to see
if we can be of more help to the students.
Your name has been selected because your
teachers and I feel that you have a great deal to offer
yourself, and can do better than you currently are doing.
In fact, we believe that all students want to do well, both
in and outside of school, but for many reasons are not
always able to do so.
This project is designed so that it will not take
up a great deal of your time, but instead will permit
the counselors to spend more time with the students who
wish to avail themselves of this opportunity. The
counselors' time, of course, is limited, so only a few
students will be able to participate.
In order to make the necessary scheduling
arrangements, would you check the appropriate space
below; sign your name; and return the lower portion
to me as soon as possible.
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Hoping to hear from you in the affirmative, I
am,
Very truly yours,
Head Counselor
I would would not
this project.
like to know more about
(Student's Signature)
Following the receipt of the voluntary-participation letter, the
student was asked to inform the counselor of his decision within the
week by returning the lower portion of the letter. He was also en-
couraged to discuss the project with his parents.
Approximately three weeks prior to the initiation of the project,
a group meeting was held with those students who responded in the
affirmative. The purpose of the meeting was to explain the project
to the students and to solicit their voluntary participation. During
this meeting, the researcher addressed the following comment to
the prospective students:
"First of all. I'd like to thank all of you for giving me
your time today. You know from your letters that the
department of pupil personnel services is undertaking
a short-term project to see if the counselors can be
of more help to the students. What this means primarily
is that you would be meeting with the counselor for one
full period each week during the next marking period.
The object of these meetings is to see if there is some
way in which we can help you do better in school.
In some cases this might mean learning how to read
or study better; in other cases it might mean getting
to know and understand yourself better. We also
hope that you, yourself, will be able to make some
suggestions as to how the counselor can be of help.
In any case, the counselor is prepared to assist
you in a number of ways.
The thing I'd like to say first of all is that your
meetings with the counselor will be held in the
strictest confidence and will not be discussed with
anyone without your approval. Secondly, we will
try not to take up too much of your time outside
of school. What we really would like to do is to
make school a better place for you to be; and in
the process, of course, we hope we can help you
to improve some of your marks.
I don't want to imply that there won't be some
work on your part, but this should not be difficult,
and it should be fun in most cases. Remember,
anything worthwhile doe
s
take some time and
effort. If you really want to improve, I'm sure
that with both you and your counselor working
together, a surprising amount can be accomplished--
even in one semester. If the project is successful,
we hope to be able to carry it on as long as students
are able to gain from it.
Now I know you must have a lot of questions about
what types of things you'll be doing, but each
student's program will be developed according
to his particular needs. The exact thing that
you'll be doing will be explained by your
counselor at a later meeting. However, before
closing, there are two points that I want to
make clear. The first is that participation
in the project will require a parent's signa-
ture; and the second is that only twenty
students will be selected for the program,
which means that because of the limited
number of counselors and facilities, all
of you cannot take part. Therefore, in
56order to be fair, the selection will be made randomly,
or in other words, like drawing names out of a hat.
re there any questions? (Answer questions)
Now, will those of you who are interested, please
sign your name on the sheet being passed aroundby your head counselor?"
Once the students agreed to participate, the experimental (t-1)
and control (t-2) groups were selected via the table of random
numbers. A comparison of the resulting groups by age and I. Q. is
presented in Tables 3 and 4, respectively.
Table 3
Mean Ages by Treatment and School
Treatment Group Control Group
School 1 16.2 16. 0
School 2 16. 5 16. 3
Table 4
Lorge- Thorndike IQ's by Treatment and School
Treatment Group Control Group
School 1 113.0 111. 5
School 2 111.1 1 12.
5
Environmental Setting Subjects for this study were from Pittsfield,
Massachusetts, a city of 56, 511 inhabitants. * It is the largest city
and "economic hub" of Berkshire County representing 56 percent of
the county's private employment. Pittsfield is located in the
''United States Department of Labor - 1970 census figures
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Berkshire Hills of western Massachusetts, adjacent to New York
state on the west, Connecticut on the south, and Vermont on the
North. This makes it a choice location for year-round tourists
and vacationers because of its natural lakes, scenic beauty, and
abundance of ski resorts. Consequently, tourism represents
Pittsfield's second largest source of income.
Schools - Pittsfield has two comprehensive high schools from which the
study population was drawn. Pittsfield High School (s-1) is the older
structure, built in 1931, and until 1969 was the city's only public high
school. However, it was recently refurbished in 1968.
Taconic High School (s-2) opened its doors to students in September
of 1969, and reflects the more contemporary architecture, being lower
and more sprawling than Pittsfield High School. The respective
enrollment capacities are 1,250 and 1,450 students encompassing
grades 10 through 12.
School Districts - There are two important differences between the
schools other than their age factors. T he first is the percentage of
students enlisted in the college preparatory and commercial programs.
Whereas both schools have a major portion of their student body in
these two curricular tracks. School 1 has more than 90% in the college
preparatory and commercial areas, while School 2 has only 64% so
enrolled. (This accounts for the larger number of recruits from
School 1). The second major difference between the schools is their
locat ion. School 1 is located in th e eastern sector of the city close
to the downtown business district, while School 2 is in the western
sector, approximately five miles from the center of the city. In
addition, the total school district for School 1 has a larger popula-
tion and, as can be seen from Table 5, would appear to have a
somewhat higher socio-economic level.
It becomes obvious from Table 5 that a number of differences
do exist between the school districts encompassing the two high
schools. These differences show up quite markedly in four areas.
The first difference is the greater number of black residents con-
centrated in the School 2 district (733 vs. 126). The second
difference, although not quite as striking, occurs in the percentage
of owner- occupied dwellings. In district one, 67. 4 percent of the
dwellings are owner- occupied, while only 54. 5 percent of the dwell-
ings in district two are owner-occupied. What this means in fact
is that over 13 percent more of the district one families own their
own homes, as compared to the families in school district 2. The
third difference between the school districts it that of income. It
is seen from Table 5 that district one families not only have a
greater yearly income, but that they also have a much larger per-
centage of families earning over $10, 000 per year and a much smalle
percentage of families earning less than $3, 000 per year.
Table 5
Population and Socio-Economic Data for School 1 and School 2^^
School 1 School 2
Population
School
District 1,
450 1, 250
White 36, 000 22, 500
Black 35, 500 21, 500
Other 126 733
44 37
Housing
Percent of City Dwellings 54 46Number of Dwelling Units 10, 600 8, 100Percent owner- occupied 67.4 54. 5
Income
Median Family Income 7, 350 5, 880
Percent Earning Under $3, 000 9. 6 16. 5
Percent Earning Over $10, 000 23. 3 13. 3
Education (Adults 25 years and over)
Median number of school years completed 11. 7 10. 8
Employment -
Professional and Technical 2,494 1, 023
Managerial 1, 170 582
Clerical 2, 383 1, 412
Salesworker s 1, 038 637
Trades and Craftsmen 1, 607 1, 097
Machine Operators and Kindred Workers 2, 303 1, 942
Laborers 361 386
'I'United States Department of Labor - 1970 census figures
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As would be expected from the income differences between school
district 1 and 2, the types or levels of employment also differ
markedly. District 1 has a heavy concentration in the professional
and managerial occupations, while the district 2 families are skewed
toward the lower level occupations, such as laborers, machine
operators, etc. From these figures, it can be seen that a marked (if
not significant) socio-economic difference does exist between the two
school districts, and may account for some of the results of the data
found in Chapter IV. More will be said about this possibility in Chapter
V.
Because of the differences seen in Table 5, it was felt that a
comparison of the total populations from each school would be desirable
in the areas of intellectual ability and academic achievement. However,
as previously mentioned, city-wide achievement data did not exist, and
the limited statistics are insufficient for reliable comparisons. In
spite of these inadequacies, the limited data available for comparing
the two school populations are presented in Table 6.
It will be noted from Table 6 that two sources of intelligence
data and two sources of achievement data are presented for com-
paring segments of the general population from each school. As
was stated above, this data is too limited for reliable comparisons
of the total populations from each school, but the data does suggest
that the two school populations are more similar than dissimilar in
both intelligence and achievement.
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Table 6
Median Scores for College Preparatory
and Commercial Students
School 1 and School 2
Date of
Administration Grade School 1 School 2
Lor ge- Thorndike
Intelligence Test January, 1970
Verbal
Non-verbal
10
10
108
112
106
115
Verbal
College Prep. Track
February, 1972
11 111 107
Commercial Track 11 94 93
Non-verbal
College Prep. Track 11 116 114
Commercial Track 11 102 102
Preliminary Scholastic
Aptitude Test (PSAT) March, 1970
Verbal 11 43 40
Mathematics 11 49 46
English Department 10 47 47
Final Examinations June, 1970 11 52 49
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Treatment
Counseling Contrart_ The cmmseling contract for this
investigation consists of four major parts, and is reproduced in its
ntirety in Appendix B. The first part, beginning on Page 2 of the
contract, contains a definition of terminology, the period of time the
contract will be in effect, the signatures required to "validate" the
contract, and a statement regarding the exclusion of penalty clauses.
A copy of part I of the Contract follows:
COUNSELING CONTRACT
Part I - Definitions
Section A - Counseling Contract
A counseling contract is a printed document
that forms an agreement between a student
and his counselor to help the student do
better in school.
Section B - Goal Selection List
1. The goal selection list is a roster of
ten possible activity areas from
which the student will select one (1)
to improve upon during the term of
the contract.
2. Because of the limited time, and the
pilot nature of this project, only
one goal per student will be per-
mitted. However, if the project
is successful in helping students,
an effort will be made to continue
it in order to allow more students
to become involved, and work on
more than one goal if they wish.
Counseling Contract (continued)
Section C - Performance
Section D
Section E
Section F
Performance is defined as those activities
which are expected and agreed upon by
each party who signs the contract.
1. Through this contract the student
agrees to perform in the manner
called for in the contract.
2. Through this contract the counselor
agrees to perform in the manner
called for in the contract.
- Agreement
Agreement is defined as that performance
which is promised by each of its parties.
- Term of Contract
The term of contract is that period of
time in which the contract is in effect.
The term of this contract shall be for
one marking period, beginning February 1,
1971, and ending April 16, 1971, inclusive.
- Validation
Validation is defined as those signatures
which place the contract in effect.
1. This contract shall not be valid
until signed and witnessed by both
party of the first part (student)
and the party of the second part
(counselor).
2. In addition, this contract shall not
be valid until the signature of the
parent or guardian of the student
is received on the appropriate form.
Counseling Contract (continued)
Section G - Penalty Clause
A penalty clause if defined as that
party of the contract which defines
the manner in which a party of the
contract must act in the event he
fails in some way to perform accord-
ing to his agreement.
1. Since participation in this contract
is completely voluntary, and purely
for the purpose of helping the stu-
dent, there shall be penalty
clause invoked for non-fulfillment
of any of its parts.
2. It is assumed, however, that
the degree of help to the student
will be proportional to the effort
he puts into his performance.
This part of the contract was developed by the investigator after
consulting with an attorney who has had extensive experience in this
area. * The purpose of Part I of the contract was to maintain the legal
like form and working of the document, but to avoid the ambiguous,
technical and legal jargon which might become frightening and/or
confusing to the student. At the same time, the contract should have
a clear and succinct introductory statement relative to the content of
the contract. *
Part II of the contract contains the Goal Selection List from
which the student is to select one , which he, with the help of his
^ Appreciation is expressed to Attorney Richard C. Claffie for his
assistance in developing the counseling contract.
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counselor will work toward during the term of the contract. These
goals are:
1. Improve my study habits.
2. Increase my span of attention and concentration.
3. Do my homework better and more often.
4. Develop a better overall interest in school.
5. Have a better attitude toward teachers-
-
especially those I dislike.
6. Be able to read and comprehend more.
7. Take a more active role in class.
8. Develop a more meaningful relationship
between school and life outside of school.
9. Take on fewer commitments-- extra-
curricular activites, sports, etc.
10.
Get to know more about myself--that is,
how others see me.
The goal selection list was developed from the results of a pre-
study questionnaire administered to 133 students, grades nine through
twelve, attending Pittsfield summer school in 1970. It was felt
that since the great majority of these students were attending be-
cause of low achievement, they would be most appropriate subjects
for the development of the goal selection list.
The student questionnaire, for this preliminary investigation, is
reproduced in Appendix C. Page 1 of the student questionnaire asked the
student to list the ways he would like to see the schools changed in order
to help him improve his school marks. On the second page he was asked
to make as many suggestions as possible for ways in which he himself
might change in order to perform better in school. By organizing the first
two pages in this manner, the student would be less likely to feel that
all the change was on his part, and therefore be prone to offer a
greater number of suggestions. On the third page of the questionnaire,
the respondent was aksed to list five personal strengths and three
weaknesses which affected his total school performance. The
purpose of this last page was to ascertain whether the suggestions
provided on page 2 correlated with the individual's strengths and
weaknesses. This appeared to be the case since a review of the
responses showed no glaring inconsistencies; e. g. , those students
who stated that they could improve their grades if they were better
readers (could memorize better, etc. ) listed reading (memory,
etc. ) as a weakness. Similarly, the strengths listed would be
opposite or unrelated to the suggestions they listed as self-
improvements.
The primary objective of the pre- study questionnaire was
to utilize the self-improvement suggestions to develop a good
selection list. That is, those suggestions which were mentioned most
frequently would become the goal selection list. The investigator
had no preconceived ideas concerning the optimum number of goals,
and since the vast majority of students listed at least one of the
first seven goals or suggestions for self-improvement, it was
arbitrarily decided to use ten as an adequate number of goal selection
choices. The self-improvement suggestions identified in the pre-
study questionnaire are found in rank- order in Table 7.
Table 7
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Frequency ot Responses of High School Students (9-12) to the Question:How mighl I change to improve my school marks?" (N • 133)
Suggestions'^
Number of Times
Mentiontxl
1. Study better, more, and /or longer 45
2. Concentrate or pay attention more 36
3. Do more (or better) homework 25
4. Have more interest in school or subjects
(bored, school' s a drag, etc.) 18
5. Develop a better attitude toward my teachers 13
6. Be able to read better and/or comprehend more 9
7. Participate more in class 8
8. ^School isn't meaningful (doesn't relate to outside
world, unrealistic, etc. ) 8
9. I'm doing too many things (sports, clubs, working, etc
.) 6
10. The kids (teachers) don't like me--how can I improve 6
11. More self-discipline 5
12. More self-confidence 5
13. Try harder 4
14. Work when I like the teacher 4
15. Memorize better 3
16. Don't get "up tight" on tests 2
17. Stop putting off work 2
18. Quit 2
19. --41. Suggestions 19-41 listed only once and appear in Appendix
^Seventeen (17) students failed to list any self-improvement: nine (9)
students wrote that no self-change was necessary.
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The ten most frequently listed suggestions by the pre- study
tion were utilized to develop the goal selection list.
popula-
Part III of the contract explains more specifically the kinds
of activities required of the students, as well as informing them
that they will be requested to take a post- study evaluation con-
cerning their feelings about the learning (school) atmosphere. Since
the performance of each student is a function of his particular goal,
the precise requirements and activities could not be listed. Part III
is reproduced below:
Part III - Performance
Section A. This section is most important for the
student since he is concerned about
what he must do and how he can help
himself.
The first and most important fact
^
is that the student must really want
to improve. Second, he must be
willing to follow through on his
commitments. This will not re-
quire much additional time, and
will usually be interesting and
enjoyable.
As indicated in Part II, nearly
all students listed at least one
goal from the goal selection list,
which they wanted to improve in;
and over 90% of the students listed
one of the first seven goals as one
of their suggestions for self-
improvement.
Since the primary purpose of this
contract is to provide the student
with an opportunity to have a "say"
in what he does in school, the real
input should come from him. How-
ever, if he in unable to come up with
any ideas, the counselor does have a
number of suggestions which he can
offer.
The only suggestion is, that for
for the student to be able to see the
progress he has made, the first
and last sessions should consist
of an evaluation measure, (The
counselor will help with this. )
Thus, each week, the student and
the counselor will meet together
to mutually arrive at an "exercise"
or activity for the student to perform
which (1) will help him to progress
toward and/ or improve upon his
current functioning level in his
chosen area, and (2) will not
detract from the student's regular
studies. These "exercises" might
consist of such activities as reading
an article or small pamphlet; watch-
ing a film or filmstrip; listening to
a tape; interviewing some meaningful
person; or taking a self-evaluation
survey in some particular area. The
variety of activities is limited only
by the students' and counselors'
imagination and, of course, by such
practical considerations as time,
financial involvement, etc.
In summary, then, the students
who want to improve their school
functioning in one of the goal areas
listed in Part II of this contract.
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Section B
will meet with the project counselor
once a week to (1) work out a specific
activity for the student to perform
during that week, and (2) discuss the
previous week's activity relative to
its usefulness, its experience value,
its good and bad features, etc.
,
as
well as to answer any questions the
student may have.
- Evaluation
In addition to the student's own
personal goal, the counselor is
also concerned about whether
or not the project has helped him
in his total, over- all feelings
about school. This also (the
same as the student's goal)
requires an evaluating measure.
Therefore, the student is asked
to be as sincere and honest as
possible in taking what is called
a Learning Atmosphere Attitude
Scale (LAAS) after the completion
of the project. (The counselor will
explain this in more detail, but it
should only take 10-15' minutes, )
Any further questions by the
student should be answered to his
satisfaction before signing the
agreement in Part IV.
It can be seen from the following example of Part IV, that this
page represents the affadavit section which requires the signature of
both the student and counselor. In addition, each party serves as the
witness to the other's signature.
Part IV - Agreement
Section A - Student Affidavit
I,
,
hereby promise to
(student's name)
complete the mutually agreed upon activities for goal #
during the term of this contract which is from February 1,
1971 through April 16, 1971, inclusive.
I also promise to see my counselor once each week (barring
illness) during this period of time.
(student's signature) (date)
(witness: counselor's signature)
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Section B - Counselor Affidavit
»
hereby promise to work with
(counselor's name)
and assist him in every way I
(student's name)
can, to significantly improve in the area of his chosen goal
(# )f during the term of this contract, which is from
February 1, 1971 through April 16, 1971, inclusive.
I also agree to see once each week
(student's name)
(barring illness) during this period of time.
(counselor's signature) (date)
(witness; student's signature)
Since an important aspect of contract counseling is to provide the
student with an increased opportunity for his own input, a mini-
contract was included as an addendum to the main contract and served
a dual purpose. In addition to providing for student input, it served
as a vehicle to list, explain, and clarify any questions the student had
relative to the week's assignment. Physically, the mini-contract was
nothing more than a single blank sheet of paper with lines at the top
for identifying information as to the student's name, goal and week
number, and lines at the bottom for the student and counselor to
sign. The intention of the signatures was to again reinforce the
mutual commitments to the week's assignments to the contract
program on the part of both the student and the counselor. The in-
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tention here was to reinforce the original contractual agreement.
Preceding the four main parts of the contract, the cover page
contains a brief purview of what the contract includes, and it also
requires the signature of both parties. In order to reinforce the
legal-like nature of the contract, the cover page is margined on
all sides by double red lines which are commonly seen on legal
statione ry.
jjqal Selection The goal selected by the experimental subjects
was purely voluntary and in no way influenced by the counselor.
However, as was the case in the pre- study questionnaire, the
student selections did cluster around a few choices (five). The
goal selections of the contract students are shown by school and
grade in Table 8.
Table 8
Frequency of Goal Selection by Experimental Subjects (N=20)
Goal
School 1
Grade 10 Grade 11
School 2
Grade 10 Grade 11
1. Improve my study habits 2 2 3 2
3. Do my homework better
and/or more often 0 1 2 2
4. Develop a better over-all
interest in school 1 0 0 0
6. Be able to read and
comprehend more 0 1 0 1
7. To.ke a more active
role in clasg 2 1 0 0
j i^ni-Pro^rams - In keeping with the specific task-oriented philosophy
of contract counseling, each goal is accompanied by a mini-program
which consists of weekly exercises to be completed by the student.
However, because of some similarity between the goals, the same
mini-programs were utilized for two goals in some cases. Thus,
Goal 1 and Goal 3 were combined to make use of the same mini-
program; and Goal 4 and Goal 7 were combined to make use of a
second mini-program. A third mini-program was employed for
Goal 6.
The mini-programs for the combined Goals 1 and 3; and for
the combined Goals 4 and 7 were developed by theres rch r* *,
while the program for Goal 6 was an adoption of the Reader's Digest
publication. Help Yourself to Improve Your Reading, Part III (senior
high school). The titles of the exercises for each of the mini-
programs and their dates of assignment are listed in Table 9, while
copies of the entire programs are presented in Appendix E.
It can be seen from Table 9 that the first week's exercises
for all experimental subjects was the same and entitled Introduction
to Contract Counseling. The purpose of this initial exercise is
apparent; i. e.
,
to serve as an introduction to the program. Its
format was to serve two primary objectives. The first was to
develop a positive and active self-interest in each student, by
directing his attention to himself, his peers, and his feelings about
*Apprecation is expressed to Dr. William Purkey for permission to
utilize his Project Self Discovery research.
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Goal
6
Be
able
to
read
and/or
school. The second objective was to provide the counselor with data
which would create a free and open relationship between the student
and his counselor, as well as to provide the counselor with material
which might be relevant to the student's underachievement. Listed
below is a copy of the first exercise given to all contract students.
Contract Counseling
CONFIDENTIAL
Name Goal
Week of Exercise
Introduction to Contract Counseling
The value that you receive from this project will be
largely determined by your own efforts. While the advantages
of any education usually depend on the cooperation of the
student, here your active and enthusiastic participation
is vital. You are the one who counts, and you can only get
out of this what you put into it. See yourself as an active
leader, rather than a passive reader ! Actually, you are to
be congratulated because the very fact that you are reading
this proves that you are interested in improving yourself,
and any real or lasting improvement has to come from within.
You, of course, cannot improve significantly all by
yourself- -no one can, even though there are those who
foolishly believe this. As you know, your "helper" in
this project is your counselor. Please try to consider
him a warm and personal friend. Remember, he is
not a critic; he is not a judge; his only purpose is to
act as a sounding board if you need it. Otherwise, you
are the boss; whatever you decide, whatever you
think is a good project, he will support if at all possible.
Perhaps most important, remember that this project
is CONFIDENTIAL, and no one except you and your counselor
will be directly involved. You know that he is a professional
person and he is ethically bound to confidentiality; he will
no^ discuss this information with your teachers other than
in general terms. Nothing of a personal nature will
be
mentioned unless for some reason you think it would be to
your advantage and REQUEST it.
The main idea of the project is for you to be honest
wuth yourself. Sometimes, students will write what they
think IS expected of tlumi, rather than what they really
would like to write or say. This will not help YOU !
It has been said that the only person who can reallyknow somebody is that individual himself. The problem,
however, is that we seldom care to take a good look at
ourselves. Most people even hate to look at themselves
in a mirror. If one cannot stand himself, he has two
strikes against him from the start. So, let's start this
project by taking a fresh look at not only yourself, but
also your family, friends, and some of the things you
like and don't like.
Contract Counseling
CONFIDENTIAL
Name Goal
Week of Exercise
My Personal Inventory
1. How old am I?
2. What is my nickname?
3. How do I feel about my looks?
4. Am I reasonably healthy?
5. How do I spend my out- of - school time?
6. Do I have a reasonable amount of money to spend
7. What are my favorite sports?
a. participatory?
b. spectator?
8. What makes me happy?
9. What makes me unhappy?
10
What is the MOST IMPORTANT thing about me?
Contract Counseling
CONFIDENTIAL
Name
Week of
Goal
Exercise
My Family Inventory
1 . How many in my family ?
2. How many rooms in our house?
3. Whom do I get along best with in the family?
4. Whom do I get along least with in the family?
5. Do my parents really understand me?
6. What chores and responsibilities do I have?
7. Do I bring friends to my house?
8. What time do I have to be in on week nights?
What time do I have to be in on weekends ?
9. What would I like to see changed about my house
and/or family?
10.
If I had a serious problem, whom would I go to?
Contract Counseling
CONFIDENTIAL
Name
Week of
Goal
Exercise
An Inventory of My Friends
1. Who is my best friend? (male)
2. Why is he my best friend?
3. Where do my friends and I spend most of our
time together?
4. Do I go steady?
5. How often do I date?
6. Would I really prefer to be alone or with friends?
7. What do my friends like about me?
8. What do my friends dislike about me?
9. What gripes me most about friends?
10 . What would make'me no longer consider a
person a friend?
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Contract Counseling
CONFIDENTIAL
Name
Week of
Goal
Exercise
My School Inventory
1. What school have I enjoyed most?
2. What school has been the most disliked?
3. What sort of a student have I been mostly?
4. What is my favorite subject?
5. What activities do 1 belong to in school?
6. Do I intend to further my education beyond
high school?
7. What would I like to do for a life' s occupation?
8. Do I consider an education really important?
9. Should students be allowed to quit school before
the age of 16?
10.
Am I satisfied with my current school performance?
The second week's exercise for the experimental subjects
consisted of an evaluation of the student's initial status in relation
to his selected goal. This, of course, differed from subject to
subject depending on his particular goal. An illustration of this
is shown below where the material for Goals 1 and 3 - Week E
is presented.
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Contract Counseling
CONFIDENTIAL
Name
Goal
Week of
Exercise
My Time Study
The purpose of this week's exercise is to record honestly
and accurately the actual time you spend on studying and doinghomework each day for one week. (During the final week of
the project, you will again record your study time to determine
your progress. If may be even more helpful if you do this on
a weekly basis. )
Remember, being honest with yourself is the most
important thing since there are no "right" and "wrong"
or good and "bad" answers in any of these exercises.
In addition, none of your work with me during this working
period will be seen by your teachers; and all information
is strictly CONFIDENTIAL. The purpose of the entire
project is only to help YOU.
Would you, therefore, use Exercise sheet #1 (DAILY
STUDY- TIME CHART) and complete the chart by filling
in the appropriate boxes and bring it with you for our
next session.
Note in the sample chart that "Johnny Jones" spent the
following times on study and/or homework:
*This is not to imply that "9 hours" is an expected time be-
cause this depends on the student and varies a great deal for
each individual.
Monday
Tuesday
Wednesday
Thursday
Friday
Saturday
Sunday
4 - 5:30 p. m.
6 - 7 a. m. and 7 - 9 p. m.
5 - 5:30 p. m.
5 - 7 a. m. (probably a test that day)
none
none
8 - 1 0 p. m.
Total time 9 hours>l=
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Contract Counseling
CONFIDENTIAL
Name
Week of
Goal
Exercise
DAILY TIME-STUDY CHART (sample)
M T W Th F Sat. Sun.
AM 6-7 //// 777Z7-8
8 - 9
9-10
10-11
11 - 12
PM 12 - 1
1 - 2
2-3
3-4
4-5
5-6
6-7 ////;
7-8
8-9 7777
9-10 77^
10 - 11
11 - 12
Other 5- 6 am
Total time 1 1/2 3 1/2 2 2
Total time for week 9
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It can be seen from the above illustration that for Goals 1 and 3--
Week 2, the student was asked to record the specific time he spent
doing homework for that week in order to establish the initial status
or base-line data in the area of out- of- school study. During the
last week of the contract counseling program, the student again
recorded the same data to ascertain his progress between the first
last evaluations. In addition to the recordings of time spent
on homework, that student had his regular homework and classroom
experiences (tests, comments, etc. ) to aid in his judgments of
overall school progress.
As mentioned above, the mini-program for Goals 1 and 3, and
that for Goals 4 and 7 were developed by the investigator, and are
somewhat similar to each other in length and style, if not in content.
On the other hand, the mini-program for Goal 6 was a commercial
publication and therefore was unique in all three areas of length,
style, and content. In addition, the commercial publication contained
a weekly progress check of reading speed and comprehension as
opposed to the pre-and post-evaluations for the other two programs.
While it would have been a simple matter to request students to main-
tain a weekly progress check on their out- of- school study, it was
the investigator's feeling that this would have been too academic and
therefore would detract from the students' interest.
Considerable discussion surrounding the development and efficacy
of the mini- programs can easily be engendered, but in the interest of
confining this section to "treatment" matters, further discussion will
be postponed until Chapter V. Suffice it here to say that the primary
task of the development of the mini-programs was to incorporate
within the exercises the maximum degree of heuristic value, coupled
with the greatest possible degree of interest from the students and
to accomplish this in a reasonably short, task-oriented period of
time because of the limited attention span so typical of the under-
achiever.
Procedure for Contract Counselors Approximately three weeks
prior to the initiation of the program, the researcher met with the
contract counselors and presented the following hand-outs which
were read aloud: (1) What is Contract. Counseling? (2) Why
Contract Counseling? and (3) Procedures for Contract Counseling.
These were all developed by the investigator.
What is Contract Counseling?
Contract counseling, as defined in this project, is a
method of counseling whereby a student and his counselor
meet together for one academic period per week for ten
(10) weeks.
Once the student is selected and agrees to participate
in the program, he is given a contract which he takes
home, reads, and then returns to the counselor to clarify
any additional questions. Following an explanation of
the program to the student, both parties sign the contract
which, in effect, states that the student will select one
goal which pertains to a specific weakness he will work
on during the "term of the contract" (one marking period)
via a prescribed "mini-program". The counselor’s
commitment is to meet with the student one period per week
(40 minutes) to help him in his selected goal area. (This
will be fully explained in your handout Procedures for
Contract Cduixseling .
Once all issues are clarified, both the student and
counselor apply their signatures to the contract. (See
Part IV, page 7, of the Contract.
)
Why Contract Counseling?
There are several reasons for considering contract
counseling. First, it has never been attempted in a formal
guidance program. Second, it is very much in keeping
with the latest trends toward accountability. Third, contract
counseling provides a firm basis on which both student and
counselor can develop more meaningful communication.
That is, it creates a situation where each party knows
what is expected of the other, and should this expectation
become vague or misunderstood, there is a mini- contract
to record the specifics, as well as a weekly meeting to
clarify any misunderstanding.
Most important, however, contract counseling is
student centered. It presents the student with an
opportunity to select his own goals, as well as the
opportunity to have some say as to how he thinks his
goal might best be achieved.
Finally, the development of the "mini-programs”
gives the student an actual measure of his progress
throughout the period of the contract.
Through the contract method, the counselor sees
the student more often and is therefore able to focus
on specific behaviors and conditions that have been
preventing him from meeting his scholastic obligations.
A vital aspect of contract counseling is that it
does not necessarily deal totally with purely academic
problems, since in many cases the student's difficulties
are more personal and emotional in nature, and the
scholastic inefficiencies are only secondary. Thus,
the counseling may be directed toward these secondary
or enabling goals which interfere with the student's
achievement. This means that the counselor must now
become more concerned with the reasons why the student
is not achieving up to par. For example, if a student
states that he would like to know how to study more
effectively, (Goal 3), the following questions might be
investigated:
1. How much actual time does he spend on
studying ?
2. At what time does he do his most
productive work?
3. Under what conditions?
4. What is the general atmosphere of his
home environment ?
5. How does this affect him?
6. What can be done to improve and/or
alleviate the problem situations?
In addition to the above factors, the counselor will
want to evaluate the student's mechanics of effective
study (note-taking, Q-A method, reading proficiency,
outlining, etc. ) and apply the necessary instructional
improvements when required.
Procedures for Contract Counseling
Pre- Study Meeting with Students
. Once students have
been identified, and have agreed to participate in the
project, they should be seen by the counselor sometime
during the week immediately proceeding the "contract
period" (January 25-29). During this meeting, the
counselors' primary purpose is to explain the contract
counseling method and emphasize the personal and con-
fidential nature of the program.
Second, the counselor should read through the entire
contract with the student (orally) and answer any
questions that may arise. (Specific questions about
the mini-programs can be answered during the counsel-
ing sessions).
Third, the counselor should direct the student's
attention to the Goal Selection List in Part II of the
contract, and have him select the one goal he would
like to work on during the study period. (If the
student is totally unable to make a decision at this
time, he may first talk it over with his parents. )
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In either case, the counselor should then suggest that
the student take the contract home, discuss it with
his parents, and obtain their signature to participate
in the project on the appropriate form. (Provide
student with permission letter. )
Fourth, the student should complete the Subject
Teachers Form (a listing of his four major subject
teachers).
Finally, the counselor should arrange a mutually
convenient time for conducting his weekly counseling
sessions with the student, and make the appointment
for the first meeting.
Counseling Session
. During the first counseling
session with the student, the counselor should review
the parental reactions to the contract and resolve any
unanswered questions.
Two contracts should be signed by both parties- -a
copy for the student and a copy for the counselor.
Remember that there are three places for both
signatures: one on the cover page and two on page 7
(affidavit section). The counselor's copy should be
retained in the student's project folder, along with
all other material to be collected throughout the
program (mini- contracts, exercises, tests, etc. )
Before dismissing the student, hand out the first
week's exercise and review it with the student to
be assured that he completely understands what is
expected.
Throughout the actual counseling interviews, it
is suggested that the mini-program material be
utilized as much as possible, since it not only has
been developed to aid in a specific area of weakness,
but it also contains evaluation measures relative to
the student's achievements and progress toward his
selected goal.
The mini- contracts are primarily "work- sheets" ,
to assist both the student and counselor in developing
a precise understanding of what is expected of each
party for the particular week's assignment.
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The mim-program material has been designed toencompass weeks 1-9. During the final meeting with
the student, the counselor will administer Form H of
the Learning Atm ospher(> Attitude Scale
. Following
this, the student should be encouraged to discuss
honestly and frankly his total feelings and reactions
to all parts of the contract counseling method. Please
use the questionnaire guide for this discussions and
feel free to make use of any additional questions you
may have. If possible, this part of the final session
should be tape-recorded, but if this is not possible,
Record in detail
,
or have the student write out
his responses to the items in the questionniare guide.
Following the presentation of the above directions, all material
was handed to the counselors; and a discussion period was held
relative to the contract, the mini-programs, and a number of other
issues raised by the counselors. For example, it was decided in
the case of absences that conducting ten weekly sessions was more
important than keeping to the exact date limits. In cases of
students dropping from the program, it was decided that beyond
the third week, making- up sessions would be impossible for the
counselors, and it would be too far into the marking period to be
considered valid. All further questions and issues were resolved
before dismissing the counselors.
Procedure for Control Counselors. The instructional period for
control counselors was initiated by the distribution and oral presenta-
tion of the following directions by the investigator:
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Pro)ocl ]3 (>ot strap
Through the history of guidance, counselors have
often been criticized for not providing enough direct
services to students in their day-to-day school work.
However, there is little directly relevant research
to substantiate this criticism. On the other hand,
there is also a paucity of evidence to refute it. Hope-
fully we can shed some light on this important
question.
Therefore, the current project is being undertaken
in .11 effort to provide additional counseling assistance
to students who really feel that they would like to
improve. Thus, the title "Bootstrap", since it is the
students themselves who must, in a sense, pull them-
selves up by their own bootstraps. This is possible
because these students have at least average ability
intellectually, but they are currently functioning
significantly below their potential academically.
Significantly is defined operationally as those students
whose "performance lag" is considered to be at
least one year below level.
As mentioned above, the primary purpose of the project
is to improve not only the achievement level of these
students, but also their total school adjustment.
The program is being undertaken on a pilot basis
with tenth and eleventh graders for one marking period,
and if successful, will hopefully be expanded.
In recognition of the limited time factor of the
counselors, each counselor will be asked to work with
only five students from each grade. Even this is an
added burden on the counselors, but if we believe that
one of the primary handicaps in counseling is that we
do not have enough time to spend in actual counseling
with students, this project offers an opportunity to
substantiate this contention.
In terms of the actual counseling sessions, you are
to counsel in your usual manner, since it is felt that
not only students, but also each counselor is an in-
dividual, and has his own method of counseling that
is most effective FOR HIM. The only request would be
that you see your students once each week for one full
academic period (40 minutes). This may not always
be exactly possible, but for statistical purposes, we
must keep the time factor as consistent as possible.
I also realize that one marking period is a woefully
short time- span to develop significant improvements
in either marks or total adjustment, but if we can
at least demonstrate some trends toward improvement,
the chances for increased personnel would be that much
greater. And what is more important is the fact that
you would really be helping students on a direct and
visible one-to-one basis.
In the event that you may be wondering why you have
been selected as counselors for this project, it was
felt that after talking with the Director, as well as a
number of teachers and students, that your facility
for rapport and working with all types of students
was extremely high. And needless to say, in any
project such as this, we want to be as successful
as possible.
Remember, the most important thing is that you
will be seeing the students on a weekly basis
,
and
therefore have a better chance to show what counselors
can do to help low achieving students.
This presentation was followed by a question and answer period
which continued until all counselors felt they had sufficient under-
standing to work with the students. In addition, counselors were
assured that the researcher would meet with them weekly and be
available on request to answer any questions that might arise as
the program progressed.
Since the time consumed by the above discussion was just unde
two hours, it was approximately one hour less than that for the t-
1
counselors. Therefore, in order to decrease the probability of a
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Hawthorne effect, and in order to maintain greater consistency
with the t- 1 counselors, three filmstrips were shown which are
produced by Guidance Associates of Pleasantville, New York. These
were; How to Succeed in School by Trying--Part II; and Drop-out :
j^ad to Nowhere-
-Parts I and II. These filmstrips were selected for
their ability to portray students having many of the problems faced
byTow-achieving students. Symptoms of disinterest in school
and resentment toward teachers, ’’good" students, and school in
general are all well characterized in a realistic manner by these
films.
After the initial instruction period with the t- 1 and t-2
counselors, the experimenter met with both groups of counselors
separately for approximately one hour each week regarding the
progress of the program and to discuss any problems or issues
which occurred during the counseling sessions. In addition, the
counselors were encouraged to contact the investigator whenever a
question arose, regardless of how simple the issue might be.
After the conclusion of the project, the writer met separately
with the project students and counselors to express appreciation for
their participation, as well as to seek comments and criticisms of
the entire program. During the sessions with the contract counselors,
they were also asked by the researcher to respond to the same
questionnair.e guide which they had administered to the t- 1 students.
These results will be discussed in Chapters IV and V.
Instrument
- Pej^so^y Record. A copy of the Personality
Record appears in Appendix F. This profile is commonly used in
public high schools to rate students who are matriculating into
employment and higher educational institutions. It was originally
published in the early 1920' s and revised in 1965. The following t<;en
behavioral characteristics are rated for each student along a five-
point continuum: behavior, concern for others, emotional stability,
industry, influence, initiative, integrity, moral character, responsi-
bility, and seriousness of purpose.
The specific directions for teachers are reproduced below:
The evaluation placed below will be combined
with those from other teachers, and will be
used where such evaluations are requested
by colleges, employers, etc. Please place
a check (^) on the scale for each characteriza-
tion where, in your judgment, the pupil should
be rated.
The scale limits range from 0 to 100, representing percentiles,
and are marked off in quartiles along the horizontal axis. Thus, the
five points of precise scoring occur at the quartile points, 0, 25,
50, 75, and 100; and the teacher is asked to rate the student along
each trait-axis according to how he (she) feels the student compares
to the class as a whole. For example, if a teacher feels that a
student is better than 75% of the class in his "concern for others",
she would so indicate by checking the 75% figure along that continuum.
In the same manner she would rate the student on all ten characteristics
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One of the obvious limitations of the Personality Record is that
the ratings can also be placed between the quartile figures which not
only leaves the rating subjective, but also the extrapolation of the
teacher's judgment becomes even more subjective. In order to
minimize this problem, the teachers of the students involved in the
research were asked to make their judgments as close to the quartile
as possible. As a result, virtually every teacher ranked the
students on the exact quartiles. The teachers were not aware of
which students were receiving the treatment and which were the
controls.
For the final scoring of this scale, twp alterations were made.
First, all ratings were considered precise point evaluations; and the
second was to substitute the point values of 1, 2, 3, 4, and 5 to
correspond with the quartiles 0, 25, 50, 75, and 100 respectively.
The cumulative score of all ten characteristics became the final
criterion measure for each student.
The Personality Record has a great many limitations as a
measuring device, but most are characteristic of rating scales in
general. On the other hand, Gardner (1958) reports that coefficients
of correlation between trait ratings on the Personality Record and
college quality point averages are substantial and compare favorably
with the results of the many studies which have shown rank in high
school class t,o be the best single index to college success. The
correlations between trait and college quality point averages ranged
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from
. 536 for Initiative to
. 558 for Industry. In addition. Critchfield
and Hutson (1964), in evaluating the individual traits of the Personality
Record, found that when rated by subject teachers (as opposed to
homeroom teacher, principal, etc. ) the Personality Record traits
of industry, and initiation "... show predictability approximately
equal to that of rank in high school class (p. 45)."
Learning Atmosphere Attitude Scale. Because of the Post- Test-Only
Design, pretest measures were not utilized. Form B of the Learning
Atmosphere Attitude Scale was employed rather than Form A because
studies by Keochakian (1970) and Quinlan (1971) indicated higher
reliability and validity scores on this form.. The Learning Atmosphere
Attitude Scale, reproduced in Appendix G is an unpublished thirty-
item Likert-type experimental inventory which purports to measure
certain dimensions of a learning climate in schools. It consists of
items dealing with attitudes toward teachers, peers, curriculum and
facilities, administration of the school and school activities as
well as items which attempt to explore the way the student perceives
himself in relation to school and education.
The LAAS has gone through revisions by Dr. Ronald H. Fred-
1 . 2 ^
rickson with extensive assistance from Dr. Francis W. Kelly , both
at the University of Massachusetts School of Education. The initial
item pool consisted of 100 heterogeneous statements compiled from
^Dr. Ronald H. Fredrickson, personal communication, 1971.
z
Dr. Francis W. Kelly, personal communication, 1971.
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interviewing 1000 secondary school students. The initial 100- item
form of the LAAS was subjected to factor analysis utilizing 1200
junior high school and senior high school students. Based on this
item analysis, the scale was reduced to 50 items. The condensed
scale was administered to 56 high school subjects from high phase
college preparatory classes and low phase work- study students.
The subjects with the 25 highest and 25 lowest scores on the 50-item
scale were used as criterion samples to select items for the second
revision. Statements which had a value of t^ 1. 75 were selected as
usable items, (Kelly, 1969), which resulted in a 25-item scale. Five
items were added a short time later to strengthen the number of
items relating to physical facilities. Pilot studies using moderately
small samples done by Kelly (1969) on the 25-item LAAS suggest
that the scale has a high degree of internal consistency and some
degree of construct validity.
Of the 30 items of the LAAS used in this study, 16 are cast in
a negative format and 14 in a positive format. For scoring, the
responses for the positive items were reversed so that a high score
represents a positive attitude toward the particular learning environ-
ment in which the respondent finds himself. The criterion measure
for this variable consisted of the total score for each student.
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Expo r imcntc r s
The experimenters for this study were the regular male tenth
and eleventh grade counselors at their respective schools. Since
the table of random numbers placed the head counselor with the
experimental subjects at school 1, the reverse situation was arbitrarily
assigned at school 2 in order to avoid any possible advantage that
this position might hold. A comparison of the experimenters appears
in Table 10.
Table 10
A Comparison of Experimenters
No. Yrs.
Age as of Educational No. Yrs. No. Yrs. Head
Counselor 2-1-71 Preparation Teaching Counselor Counselor
School 1 Counselor 1
Treatment 1
40 CAGS 6
(MA + 30 hrs. )
7 3
Counselor 2
Treatment 2
33 MA + 24 hr s. 10 2 --
School 2 Counselor 3
Treatment 1
33 MA + 12 hrs. 4 3 --
Counselor 4
Treatment 2
34 Ed. D. 12 11 3
Collection of Data
Demographic data was collected from the permanent high school
record cards and cumulative folder information for each subject. This
included such information as ages, I. Q. 's, and achievement levels.
The outcome data of grade point averag<. (r.PA) and attendance
came from the students' report cards. The GPA was the average of
each student's report card marks in the four major areas of English,
mathematics, social studies, and science. Traditional assignments
of 4, 3, 2, 1, and 0 points per A, B, C, D, and F respectively, were
utilized. School attendance was also recorded from report card
data by using the number of days absent as the criterion measure.
Information regarding student personalities was gathered from
the Personality Record, published by the National Association of
Secondary School Principals. This is a check-list of personality
traits and was completed by the four subject area teachers on each
student in the study. A composite score of each individual was com-
puted for final evaluation.
Statistical Design
The analysis of data employed the Campbell and Stanley (1963)
Post-Test-Only Control Croup Design. According to these authors,
".
.
.the most adequate all-purpose assurance of lack of initial biases
between groups is randomization (p. 25)." They go on to state that
whereas the Solomon Four-Croup Design is usually preferable,
the more than double effort is often not worth the time and expense
which it necessitates. Furthermore, in a study of this limited
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duration (one ten-week marking period), the Post- Test-Only Design
limited the possibility of any "testing effect".
A two-way analysis of variance was employed (Dixon and
Massey, 1957). Its factorial design was a 2 x 2 matrix which
evaluated treatments, schools, and interaction effects. The total
results of this study will be presented in chapter IV.
CHAPTER IV
RESULTS
Chapter IV is a presentation of the results and findings of this
study relative to (1) the statistical anlysis of the four proposed
hypotheses utilizing a 2 x 2 analysis of variance design (Dixon and
Massey, 1957); and (2) non- statistical implications suggested by the
questionnaire guide and personal interviews with the students and
counselors involved in the research, as well as with other teachers,
administrators and school personnel.
All hypotheses were evaluated on a Post- Test-Only Control
Group Design (Campbell and Stanley,. 1963). According to these
authors ".
. .the most adequate all-purpose assurance of lack of
initial biases between groups is randomization (p.25)." They go on
to report that whereas the Solomon Four- Group Design is usually
preferable in research, the more than double effort is often not
worth the additional time and expense which it necessitates. Further-
more, in a study of this limited duration (ten weeks) the Post-Test-
Only Design reduced the probability of "testing effect".
The 2x2 factorial design was used to analyze treatments, schools,
and their interactions for each of the four criteria variables which were
grade point average (GPA), personality ratings by teachers, attendance,
and students' attitudes about the learning atmosphere of their schools.
In addition, Cochran's Test for the homogeneity of variance was applied
to all analyses, and the probability for each F- ratio was computed. The
actual analyses were performed on the CDC 3600 computer at
the University Computing Center at the University of Massachusetts,
using the BMD05V program from the University of Colorado and
adapted to the University of Massachusetts systems by Fred J.
Dowaliby in June, 1970. A model of this analysis appears below:
Source of Variance Degrees of Freedom
Treatments 1
Schools 1
Treatments x Schools 1
Mean scores, standard deviations, and ranges relative to
Hypotheses I, II, ITT
,
and IV are reported by treatment and school
in Tables 11 through 14, respectively.
Table 11
Means, Standard Deviations, and Range Scores
Across Treatments and Schools for Hypothesis I (CPA)
Mean S. D. Range
School 1
Treatment group 1 1. 08 . 25 0-4
Treatment group 2 1. 10 . 35 0-4
School 2
Treatment group 1 1. 08 . 38 0-4
Treatment group 2 . 99 . 37 0-4
105
Table 12
Mean, Standard Deviation, and Ranj^e Scores
Across Treatments and Schools for Hypothesis II
(Personality Ratings by Teachers)
Mean S. D. Range
School 1
Treatment group 1 37. 78 5. 08 34-45
Treatment group 2 35. 96 7. 54 25-44
School 2
Treatment group 1 38. 75 3. 96 24-48
Treatment group 2 40. 34 7. 68 24-49
Table 13
Mean, Standard Deviation, and Range Scores
Across Treatments and Schools for Hypothesis III
(Attendance-
- Number of Days Absent)
Mean S. D. Range
School 1
Treatment group 1 4. 3 5. 3 0-14
Treatment group 2 2. 4 2. 1 0-6
School 2
Treatment group 1 5. 1 7. 4 0-25
Treatment group 2 6. 8 9. 8 1-33
Table 14
Mean, Standard Deviation, and Range Scores
Across Treatments and Schools for Hypothesis IV
(Student Attitudes about the Learning Atmosphere)
Mean S. D. Range
School 1
Treatment group 1 79. 00 9. 94 65-99
Treatment group 2 94. 44 7. 26 81-115
School 2
Treatment group 1 92. 50 10. 35 88-106
Treatment group 2 84. 44 8.82 77-103
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Hli2othc-sis I: grade point average (GPA). Hypothesis I is as
follows;
There is no si^^nificant difference in grade point
averages between tenth and eleventh grade males
counseled via the contract method and those
counseled via the methods normally used by
counselors.
The grade point averages were computed according to the
following schedule:
Grade of A - 4 points
"
" B - 3 points
"
" C - 2 points
"
" D - 1 point
"
" F - 0 points
Table 15 contains the results of the analysis of variance for
cumulative grade point averages by treatment and school.
Table 16
Analysis of Variance of Grade Point Averages
Source SS df
Treatments 4772. 44 1
.
08
Schools 4768. 95 1 . 80
Treatment x
Schools 4771. 00 1 . 38
It can be seen from the above results that all F' s were non-
significant. Based on these findings, the hypothesis of no difference
between treatment conditions cannot be rejected. In spite of this lack
of significance, the report cards for both groups reveal that nine of
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the experimental students improved in their mean GPA over the
four major subjects, while only four of the control subjects
achieved this. Similarly, only six of the contract students dropped
GPA, while ten of the controls dropped.
Hypothesis II: personality ratings by teachers: Hypothesis II is:
There is no significant difference in teacher
personality ratings, as measured by the Personality
Record, between high ability, low achieving tenth
and eleventh grade males counseled via the
contract method and those counseled via the
methods normally used by counselors.
Results of the analysis of variance to test Hypothesis II appear
in Table 16. ;
Table 16
Analysis of Variance of Personality
Ratings by Teachers
Source F
Treatment 58493. 15 1 . 003
Schools 58421. 72 1 1. 82
Treatments x Schools 58464. 21 1 . 74
Based on the above results. Hypothesis II was not rejected. How-
ever, an F of 1.82 for differences between schools does suggest a
trend toward a treatment effect for this variable. The lack of a
significant difference on the personality or adjustment varialjU;
cannot be considered surprising. Raph, Goldberg, and Passow (1966),
in thtdr review of the literature relative to this factor, reported that
although there is evidence of slight group differences on various
measures of adjustment, the findings are not consistent enough
to conclude that differences in adjustment are a major factor in
scholastic achievement. They go on to say that:
. . the heterogeniety which apparently exists
within and among groups of various achieve-
ment levels would seem to negate the adjust-
ment elementary as the sole or important basis
for differences in scholastic functioning. In
many investigations, either underachievers
could not be differentiated from achievers in
adjustment measures, or profiles actually
favored underachievers (p. 25)."
Hypothesis III: attendance Hypothesis III is:
There is no significant difference in daily
attendance between high ability, lo;w
achieving tenth and eleventh grade males
counseled via the contract method, and
those counseled via the methods normally
used by counselors.
Table 17 represents the analysis of variance for this data.
Table 17
Analysis of Variance of Attendance
Source ss F
Treatments 4234. 40 1 . 08
Schools 4100. 00 1 1. 15
Treatments X schools 4154. 40 1 . 72
The above F of . 08 between treatment conditions for attendance
does not permit a rejection of the null hypothesis. However, in spite
of the lack of a significant difference, it is interesting to note from
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report card slip, that three of the sample groeps increased their
attendance during the period of study, while the control subjects
from School 2 decreased in theirs. Although this would coincide
with the findings of Hypothesis IV which resulted in a low mean
score for this group of the LAAS, it is difficult to explain why
a similar decrease in attendance did not occur for the experimental
subjects from School 1. This latter group achieved an even lower
mean score on the LAAS. More will be said about this later, but
the suggestion is that, for whatever the reasons, the contract
counseling program appeared to be more effective than traditional
counseling in improving the attendance of underachievers under
certain conditions.
Hypothesis IV: student attitudes about the learning atmosphere
Hypothesis IV is:
There is no significant difference in responses
about the school learning atmosphere as measured
by the Learning Atmosphere Attitude Scale
between high ability, low achieving tenth and
eleventh grade males counseled via the
contract method and those counseled via
the methods normally used by counselors.
The analysis of variance for LAAS data is found in Table 18.
Table 18
Analysis of Variance of LAAS Scores
Source F
Treatments 2752. 88 1 . 33
Schools 2751. 93 1 1. 46
Treatments x schools 2740. 80 1 14. 72*=!=
p. <. 01
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Based on the results found in Table 20. Hypothesis IV cannot be
rejected. That is, the differences in LAAS scores between the
experimental and control populations cannot be ascribed to the contract
method. However, two important findings were suggested by the above
analysis. The first was the significant interaction effect between
conditions (treatments) and schools which suggests that some opposing
kinds of forces were operating, i. e.
,
control subjects in school 1, and
experimental subjects in school 2 achieved high LAAS scores, while
experimental subjects in school 1 and control subjects in school 2
achieved significantly lower LAAS scores.
The second finding from the analysis of LAAS scores was the trend
toward a school effect. The implication here is that the schools do
have a different climate (as seen by the research subjects) and that
under certain conditions, the contract method is more effective in
improving it than the traditional method. As mentioned above, additional
research is necessary to ascertain the extent and type of conditions.
Additional Findings It has been stated throughout this report that
in addition to the formal hypotheses which were being investigated,
there were a number of other objectives for the study. The remainder
of this chapter will be concerned with a discussion of these find-
ings which were obtained from two sources. The principal source
was the questionnaire guide administered to the experimental students
by their respective counselors and to the experimental counselors
by the writer.* The second source of information was
counsclo r s,
1 1 1
a number of poststudy conferences between the writer and
teachers, and other school personnel not connected with the study.
Since the questionnaire guide was the primary source of addi-
tional information, it is reproduced below.
Questionnaire Guide
CONTRACT COUNSELING
CuidQ questions for student reactions to Contract Counseling
1. What were your feelings about the contract itself?
a. Did you get a feeling of commitment and/or
obligation from the legal- like form of the
contract, or the signing and witnessing of
signatures ?
2. Do you feel that the contract was fair and/or equal on the part
of both the student and the counselor? If not, why not?
3. Do you feel that there should have been any "penalty clauses" ?
If so, what might these have consisted of?
4. What were your feelings about the Goal Selection List?
a. Were there enough choices?
b. Were there any objectives you would have preferred?
5. What were your feelings about the Mini- Programs ? (Weekly exercises)
6. What were your feelings about the mini- contracts
?
7. Do you feel that this program has been of any help to you?
If so, in what way(s)?
8. Do you feel that the increased counseling time was of any benefit-
-
either in and of itself or in conjunction with the contract?
9. What other comments or criticisms can you offer that might help
other students who might take part in the program?
Following the conclusion of the contract counseling program,
the above guide was administered to 18 of the 20 contract students.
The remaining two students (one from each school) were unavailable--
one because he dropped out of school, and the other because he was
hospitalized as the result of a serious automobile accident. The
responses from the questionnaire guide were then evaluated by
three raters not involved in the research. Two of the raters were
school psychologists and the third was a director of pupil personnel
services. All had had extensive counseling training and experience.
The raters were asked to make a forced judgment as to whether
they felt the reply to each question was primarily positive or negative
in tone. Each question was then identified as either positive or negative
when at least two of the three evaluators concurred in their judgments.
In some cases the students failed to reply fully to all questions, but
based on available data the raters made forced-choice decisions.
In only a small number of cases (9 of 162, or less than six percent)
was there less than unanimous agreement by all three raters. Most
of the instances where judgments were not unanimous occurred on
questions one or four which were two and three part questions,
respectively, and the student failed to respond to all parts. In these
cases, all parts of the question received the same rating.
An example of this would be in question one, where a student
responded that he did not get a feeling of commitment from
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the legal-like form of the contract. Although he only responded
directly to question la, he was given a negative response to both
question 1 and la. Once the raters' values were applied to each
question, the results were analyzed in two ways-first, by student
and second, by question. The results of this analysis are found in
Tables 19 and 20, respectively. In response to question numb.
(What were your feelings about the contract itself?), the raters'
values indicated that student number one felt positively or favorably
about eight of the contract questions, and negatively about three.
>er one
Therefore, student number one was considered to have an overall
positive attitude toward the contract (Table 19). Similarly, question
number one was judged to have been seen as positive by eight
students and negative by ten students. Thus, question number one
received a final negative value (Table 20).
It can be seen from Table 19 that two-thirds, or 12 of the 18
contract students were rated by the evaluators as having a positive
attitude toward the contract counseling program. Several
other implications are suggested from Table 19. First of all, the
most extreme student was number 6 who assumedly had nothing
good to say about the entire program. He was an unusually bitter
student, and yet, paradoxically, he never missed an appointment up
to the eighth week, at which time he dropped out of school. However,
he denied that it was the "program" that kept him there and claimed
Table 19
1 14
Student
1
.
2 .
3.
4.
5.
6 .
7.
8
.
9.
10 .
11 .
12 .
13.
14.
15.
16.
17 .
18.
Student Ratings by Evaluators
Question Values
Positive
8
9
8
9
7
0
5
4
8
7
4
8
2
6
7
5
8
9
Negative
3
2
3
2
4
11
6
7
3
4
7
3
9
5
4
6
3
2
Final Rating
positive
positive
positive
positive
positive
negative
negative
negative
positive
positive
negative
positive
negative
positive
positive
negative
positive
positive
TOTALS: Positive students toward contract counseling 12
Negative students toward contract counseling 6
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Table 2 0
Question Ratings by Evaluators
Question Values
Question Positive Negative Final Rating
1. 8 10 negative
la. 4 14 negative
2. 14 4 positive
3. 12 6 positive
4. 16 2 positive
4a. 14 4 positive
4b. 14 4 positive
5. 10 8 positive
6. 6 12 negative
7. 12 6 positive
8. 16 2 positive
TOTALS: Positive features of contract counseling -- 8
Negative features of contract counseling -- 3
that he was coming only because it kept him from going to class.
On the other hand, the counselor reported that this student rarely
attended class even when not attending the counseling sessions; that
he always stayed well beyond his allotted time; and most important
of all, that he utilized the counseling time in discussing homi^, family,
and personal- social problems.
Other suggestions from Table 19 are that eight of the experimental
subjects reflected a rather strong positive feeling about the contract
with at least eight of the eleven questions being positive; three
students were moderately positive (six or seven positive questions);
and only two students were strongly negative about the program (nine
or more negative questions).
The results from Table 20 indicate that the contract per se had
little apparent favorable effect on the students and that there were
only minimum feelings of commitment and/or obligation as a result
of it. In terms of the former (Table 20, question 1) eight students
felt favorably toward the contract in general, while ten were more
negative about it.
In the area of commitment (Table 20, question la), only
four students indicated that the contract itself gave them a feeling
of obligation, while fourteen failed to reflect any such attitudes.
It should be emphasized, however, that the students who responded
negatively to this question were not without feelings of commitment.
but that the commitment did not come from the contract. It was the
opinion of some of the counselors that this was being said to take
the credit themselves rather than admit that it came from outside;
i. e.
,
via the contract.
Another finding frbm Table 20 is that experimental students
wci e quite evenly split in two areas of the counseling contract
program. The first centered around the contract itself where ten
students expressed more negative than positive feelings, while
eight were more positive than negative. Examples of the negative
comments are: "I felt that the contract didn't have any real effect
on me. If I was serious about gettiug help, I would, even if there
wasn't no contract"; and "I do not believe that signing a contract
gives a person the feeling of wanting to do something, but is in a
position in which he has to do it. What I am trying to say is that you
have to want to do it even if you don't sign a contract". An example
of positive response is, "My feelings on the contract was that it was
something I had to go by. It was something that helped give me
incentive. The signing and witnessing gave me a feeling of obligation.
It had my signature which meant that it was something I had put my
word on"
.
The second area of a close division between students was that
of the mini-program. Here again, the attitudes were split, but
here the ten v.s. eight vote was in favor of the programs. As was
the case for nearly all questions, both positive and negative
responses ran the ^amut from simple yes or no responses to quite
explicit and lengthy replies. Also, as mentioned previously, some
responses were difficult to evaluate in terms of a positive or negative
value, but the raters did cooperate in making a forced judgment. An
example of a difficult response to evaluate occurred on the question,
j^hat were your feelings about the goal selection list? The reply was
"I really cannot remember that much about the choices of goals. All
I know is that I took the one about studying better, and that was the
right one for me." Another difficult answer to the same question was
"There were enough goals, but not the one I was looking for."
It can be further seen from Table 20 that except for questions
1 and 5, the remainder were all quite decisive. That is, the
opinions were heavily weighted on either side (positive or negative)
by at least a two-third majority. On the positive side, students
felt that the contract was fair and equal; that there should not have
been a penalty clause; that the goal selection list was appropriate,
and that it included enough choices; that the program was helpful;
and that the increased counseling time was beneficial. On the
negative side, the experimental subjects as a whole felt that the
contract per se was not helpful and did not develop feelings of
commitment; and that the mini- contracts were of little value.
Finally, while not part of the statistical design, a comparison
of pre-and poststudy grade changes reflected some noteworthy
differences between the experimental and control students. These
differences are presented in Table 21.
Table 21
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Number of Grade Increases and Decreases in Major Subjects
For Experimental and Control Groups
Experimental Group Control Group
increases Decreases Increases Decreases
School 1 8 10 2 15
School 2 5 4 6 5
Totals 13 14 8 20
An examination of Table 23 reveals that experimental, or contract
students achieved a greater number of total grade increases than
the controls (13 vs. 8); and that they also shov/ed a smaller number
of total grade decreases (14 vs. 20). The significance of these
results lies in the suggestion that contract counseling may have an
effect in changing the grades of low achievers over a ten-week period.
The extent and/or degree of grade changes, and their relationship
(if any) to contract counseling must await further investigation.
CHAPTER V
SUMMARY
Chapter V will be a general review of this research, and is pre-
sented in five sections. The first will summarize purposes and pro-
cedures; the second, specific hypotheses and their analyses; the
third, discussion of results- -both statistically and from personal
interviews; the fourth, limitations; and the fifth, implications and
future research.
Purposes and Procedures
The major purpose of this study was to compare two methods of
counseling high ability, low achieving tenth and eleventh grade males.
The primary treatment method, that of contract counseling, was ad-
ministered to the experimental subjects; and the results were compared
to those obtained from traditional counseling administered to the
control subjects.
The contract counseling method is one of the first attempts to
utilize a formal contract -- i. e. , a quasi-legal appearing document--
in a high school guidance program. The investigation was designed to
iniprove the performance of low achievers in the four specific areas
of: (1) grade point average (GPA) in the major subjects of English,
mathematics, social studies, and science; (2) personality ratings by
teachers as measured by the Personality Record; (3) attendance, and
(4) student responses about the learning atmosphere as
measured
by the Learning Atmosphere Attitude Scale.
The population consisted of 40 subjects identified from two
urban, comprehensive high schools. The subjects were randomly
assigned to either an experimental (contract counseling) treatment
or to a control condition as shown in Table 22. The students were
similar in both age and intelligence.
Table 22
Assignment of Subjects by Treatment,
Experimental
School 1 School 2
School, and Grade
Control
School 1 School 2
Grade 10 5 5 55
Grade 115 5 55
All students received one full academic period (40 minutes) of
counseling per week during the third ten-week marking period of the
1970-71 school year (February 1 - April 16, 1971), Regular male
guidance counselors were utilized in the study. They were assigned
randomly to experimental and control conditions.
The independent variable for conditions was the method of coun-
seling received by the two groups. The control students were coun-
seled in the traditional manner with only the amount of counseling
being increased to one period per week in order to maintain a con^
sistent time factor for both groups, and thus reduce the probability
?
of an Hawthorne effect.
In liexx of 1 radilional counseling, the experimental students
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received contract counseling which differed from traditional coun-
seling in two primary respects. First, a contract was signed by
both the student and his counselor which assured that the parties
would meet once a week and that the counselor would assist the
student in improving his school performance both academically and
behaviorally. Second, the contract student agreed to select the one
goal (from ten) that he felt would be most helpful in raising his
school grades. This help came from the interaction between the
student and counselor working from a series of weekly exercises, or
mini-programs, designed to attain a specific enabling goal related to
the student's selected goal area. In addition, the mini-programs in-
cluded pre- and postevaluation charts which provided the student with
feedback as to the level of enabling goal attainment over the ten week
period. Enabling goal choices ranged from reading, homework, and
study skills, to getting along better with teachers and/or other students.
Contract counselors received approximately three hours of instruction
in the contract method, and coptrol counselors received a similar
period of pre- study film strips and discussion relative to working
with underachievers. In the current study, only five of the ten goals
were selected by the contract students; and because of some similarities
between certain goals (1 and 3; 4 and 7), only three different mini-
programs were employed.
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The statistical design for the analysis of rt^sults was a 2 x 2
analysis of variance comparing conditions (t- 1 and t-2), schools
(s- 1 and s-2), and their interaction effects for each of the four
criteria variables. The Campbell and Stanley (19A3) Post- te st- only
design was employed.
Specific Hypotheses and Results
Hypothesis I Hypothesis I states that:
There is no significant difference in grade point
average between high ability, low achieving tenth
and eleventh grade males counseled via the
contract method and those counseled via the
method normally used by counselors.
The analysis of variance for this hypothesis resulted in an F
of . 08 for treatments; an F of . 80 for schools; and an F of . 38 for
interaction. Based on these figures, and a critical F value of 4. 12,
no significant differences can be claimed for grade point average
between the study groups.
Hypothesis II Hypothesis II states that: *
There is no significant difference in teacher
personality ratings as measured by the Personality
Record, between high ability, low achieving tenth
and eleventh grade males counseled via the contract
method and those counseled via the methods normally
used by counselors.
The analysis of variance for this hypothesis resulted in an F
of . 95 for treatments; an F of 1. 82 for schools; and an F of . 74 for
interaction. While this means that none of the differences reached
the critical F value of 4. 11, the F of 1.82 for school difference does
sviggcst a trend toward a difference between school 1 and school 2
on this variable.
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Hypothesis III. Hypothesis III states that
There is no significant difference in daily attendance
between high ability, low achieving tenth and eleventh
grade males counseled via the contract method and
those counseled via the methods normally used by
counselors.
The analysis of variance for this hypothesis resulted in an F
of . 08 for treatment conditions; an F of 1. 15 for schools; and an
F of . 72 for interaction. Here again, there were no F' s that reached
the five per cent level of significance so that all differences must be
considered to be within chance expectancies.
Hypothesis IV . Hypothesis IV states that;
There is no significant difference in student
responses about the school learning atmosphere
as measured by the Learning Atmosphere
Attitude Scale, between high ability, low
achieving tenth and eleventh grade males
counseled via the contract method and those
counseled via the methods normally used
by counselors.
The analysis of variance for Hypothesis IV resulted in an F
of . 33 for treatments; an F of 1.46 for schools; and an F of 14. 72
for their interaction. With the critical value of F at the . 05 level
being 4. 15, the treatment and school differences were non- significant,
while their interaction was significant beyond the . 01 level. This
suggests that under certain conditions , contract counseling can be
helpful in altering student attitudes about the learning atmosphere of
12S
their school as measured by the Learning Atmosphere Altitude
Scale. In addition, there was also a trend toward a school effect
for this variable.
Discu ss ion of Results
The statistical results of each of the four proposed hypotheses
failed to reach significance, so that the null hypotheses of no
difference between means could not be rejected. A number of po-
tential explanations for this are possible. One factor refers to
the use of low achieving students as the population sample. Reports
from the counselors would tend to corroborate this possibility in
that with few exceptions both the experimental and control students did
not demonstrate either the vigor and enthusiasm or the acceptance of
challenge for academic tasks which is typically seen in high achieving
students. Second, there was a tendency on the part of all students
to avoid discussions of a scholastic nature in favor of more personal
topics such as male-female relationships, home conditions, and out-
side interests and activities. In this regard, Tyler (1953), among
others (Benson and Blocher, 1967; Baymur and Patterson, 1960),
has pointed out that during counseling which involves problems of
a personal and emotional nature, it is not uncommon for the students'
academic achievement to actually decline.
A third possible contributory factor to the lack of significant
findings has been expressed by Gurman (1970) and relates to the
statistical process itself. According to Gurman, the application of
statistics to research removes the dynamic element and in some
cases reduces the significance of individual differences.
A fourth factor which may have affected the results was the
pressure placed on the counselors. Not only did they have to meet
with the ten students for forty minute sessions (almost seven addition-
al hours per week), but the contract system enhanced the need for
personal communication with teachers and administrators, and some-
times even community workers. All of this was in addition to
their regular counseling responsibilities. The suggestion here is
that the contract method, because of its behavioral and goal-oriented
philosophy, would be more severely hampered by the counselors'
limitation of time than would be true for traditional counseling.
In a more positive vein, it was encouraging to find the signifi-
cant interaction effect relative to student attitudes proposed in
Hypothesis IV. It has already been mentioned that while this finding
has limited value, it does suggest the possibility that under certain
conditions, contract counseling can become effective in changing
student attitudes toward the learning atmosphere. Several factors
can be postulated for this. One possibility is that a true difference
does exist between the schools which can be improved via the method
employed. A second possibility is that no differences existed
originally but was created by the treatment conditions. A third
possibility is that the divergent scores are a function of differences
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between the counselors and/or their manner of working with low
achieving students. A fourth possibility is that some artifact
occurred during the period of study which affected student attitudes
differently; e. g. , the high absentee rate for both students and teachers
because of a city-wide flu epidemic. A fifth possibility is that the
results were merely chance occurances, and a sixth possibility is
that the differences existed prior to the study with no effect from
the treatments per se.
In addition to the significant interaction of the LAAS scores, two
of the four analyses did show a trend toward a difference between
schools. While these trends were ^relatively weak, the fact that they
were all in the direction of schools suggests a similarity relative to
this variable. This, along with the socio-economic differences
suggested in Table 5, supports the proposition that there may be
legitimate school differences identified by this research. The
evidence, however, remains inconclusive. The greater question
would appear to be why should the two methods of counseling have
such divergent effects in the two schools? This can only be answered
through continued research.
In addition to the above findings, several non- statistical results
were derived from the questionnaire guide, as well as from post-
study interviews with both students and counselors. These are listed
below as tentative conclusions and, more importantly, as topics for
12B
future investigations:
1. Contract counseling helps to clarify both the
student and counselor role in a counseling
relationship.
2. Contract counseling provides observable and
measurable goals of both an enabling and
terminal nature.
3. Contract counseling assures more frequent and
more regular counseling sessions between
student and counselor.
4. Contract counseling can increase rapport
between student and counselor.
5. Contract counseling establishes visible
measures of student progress toward a
specifically designated area of weakness.
6. Contract counseling can improve student
interest and behavior as seen by classroom
teachers and other school personnel.
7. Goals for counseling can be defined in
behavioral terms.
8. Students and counselors can achieve mutual
agreement for objectives in counseling.
9. Contract counseling provides accountability
with respect to:
a. the student, in terms of goals
b. the student, in terms of time
c. the student, in terms of task-oriented
behaviors
d. the counselor, in terms of assistance
to the student.
10. Contract counseling can provide penalties for
failure of both student and counselor to achieve
specified objectives.
11. Contract rminseling provides for a
legal-like
commitment from student and counselor.
12V
12. Coni ract counseling provides vehicles which will
assist the student and counselor in clarifying
role and criteria discrepancies.
13. Contract counseling makes it possible for the
counselor to take a more active and meaning-
ful role in helping the student.
14. Contract counseling can improve student
attitudes toward the guidance department.
15. Contract counseling is a viable method of
counseling in an high school environment
with certain subjects.
As previously mentioned, the above statements have not been
factually established but represent the opinions of the contract
students and counselors who participated in this study. Thus, they
are identified as prolific opportunities for" future research.
Conclusions. The results of this study seem to indicate that a
contract method of counseling is of limited value in improving the
academic performance, attendance, teacher personality ratings, and
student responses about the learning atmosphere of tenth and eleventh
grade male underachievers within a ten-week marking period. However,
there were a number of trends which did suggest some legitimate
differences betwe.en school 1 and school 2. In addition, a highly
significant (p< . 01) interaction effect fot the Learning Atmosphere
Attitude Scale responses indicated that under certain conditions,
contract counseling can be effective in changing student attitudes
toward the learning atmosphere.
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Finally, a number of other potential aclvantaR.^s were sufinestefl
from the results of the questionnaire guide evaluation.
Limitations
Since tlie current investigation was an initial attempt to investi-
gate a coni ract n\ethod of counseling, the variables were inti-ntionally
reduced. Thus, the number, sex, type, and grade of students were
all held to a minimum. For the same reason, as well as for practical
considerations, only male counselors were employed.
A second limitation was the time factor. Each counselor re-
ported that the necessity of meeting with ten additional students per
week, in addition to their ongoing duties, did not permit adequate time
to provide the extent or depth of attention which they (the counselors)
considered necessary to significantly alter the criteria variables.
Closely related to the availability of counselors' time as a
limiting factor is that of duration of study. This has been cited as
a shortcoming of several studies of underachievers (Kornrich, 1965;
Baymur and Patterson, 1960; Drasgow, 1965; Purkey, 1969) but
would appear to be especially applicable to this investigation which
extended only over one marking period.
In addition, the contract counselors reported that a number of
more personal and/or emotional problems were discussed by their
students so that it was somewhat difficult to keep their attention
and efforts directed at the more academic tasks of the mini-programs.
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This dirnension of counseling was not sufficiently investigated with
regard to its handling in a contract counseling program.
Another limitation was the apparent failure to achieve the hoped
for attitude of "sanctity and obligation" regarding the signing of
names and witnessing of signatures. Most students said they felt
some obligation at first, but without a penalty clause, and with the
improved rapport with their counselor, the contract itself was soon
forgotten.
Finally, the writer would submit that the newness of the method,
and consequently, the lack of refinement of the instruments (contract,
mini-programs), as well as the lack of a more precisely defined
instructional period for the counselors are the principal reasons
for the limited results, rather than the method itself being in-
appropriate.
Implications and Future Research
In view of the results and findings of this study, it is the writer's
feeling that a great deal more research is necessary prior to the
suggestion of any long-term implications. Since the primary ob-
jective of the undertaking was to compare contract counseling with
traditional counseling, it would seem that special attention should
be directed toward a refinement of the instruments. In
terms of the
contract, there was little (reported) acceptance. Whether
this was a
function of societal, sub-cultural (peers, adolescents)
or personal
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mores is ques(ionnl)lc, bvit modifications and refinerTn-nts arc in
order. For exami)le, tin fr.'ciueney of si^nalures mi|.-.lil be rcdviced
from throe (or more) to only one. The witnessing of signatures
might even be eliminated. Both of these modifications would pre-
sumably reduce the initial anxieties reported by students.
Another fruitful avenue of research would be to explore with
students what a contract means to them; why initial anxieties
exist--if they do; and what are the most appropriate ways of
resolving the difficulties. These investigations should encompass
students of varying grades and curricula and both sexes.
Perhaps the greatest need for improvement exists in the area
of the mini-programs. In some cases they could be reduced in length,
while in others they could be increased. However, regardless of
length of assignments, it would seem that there could be a greater
variety of tasks; more flexibility within the program; and the
introduction of exercises which are more exciting, more challenging,
and more interesting for the student.
Research must also be directed to the most advantageous degree
of student input, both to the contract itself, as well as to the mini-
program assignments. In other words, how much of contract
counseling should be prearranged, and how much should develop
from either the student himself or from the combined efforts of both
student and counselor? Findings from this type of research would
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also relate to the role the counselor plays in the counseling relation-
ship; i.e., the more "programmed" the exercises, the nearer the
counselor comes to assuming a teacher's role. Is this good or bad?
Under what conditions?
Another area of future research relates to one of the tacit
assumptions of this study: that the achievement of enabling goals
will lead to the attainment of terminal goals. This could not be
evaluated in the current study for two basic reasons: first, because
the hypotheses related only to terminal goals; and second, because
the students were permitted (albeit not encouraged) to deviate from
the prescribed mini-program exercises by virtue of the mini-contracts.
That is, since one of the objectives of the contract method was to
provide for greater student input, the student was permitted to offer
personally relevant suggestions for exercises as long as they remained
within the scope of his selected goal. Also, if desired, the students
were allowed to keep their mini-program exercises (and progress
charts) to assure them that the material would not be relayed to
their teachers. Consequently, the proposal of a positive correlation
between enabling goal achievement and terminal goal attainment, as
suggested by Ammerman and Melching (1966), could neither be
supported nor denied on the basis of this study.
Additional investigation should certainly be directed toward
the training period for contract counselors. Such questions as how
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much time is most beneficial and what specific materials and
methods should be employed are both fertile ground for additional
study.
x'inally, as implied at the beginning of this section, one would
want to know if the contract method of counseling could be more
effective with high achieving students; with lower ability students;
with students in other schools, grades, and curriculum tracks;
with females; and most importantly, over a longer period of time,
when administered by well-trained contract counselors devoting
full time to the contract method.
In conclusion, both students and counselors who participated in
this study seemed to agree that the contract method of counseling
has considerable merit in that it (1) guided and directed students
toward the amelioration of specific and personally selected areas
of weakness; (2) improved the counselee- counselor rapport by
virtue of increased student and counselor involvement; (3) suggested
a need for enhanced communication between the counselor and
"significant others" to whom the student relates, both in and out of
school (teachers, family members, community workers, etc. ); and
(4) suggested that a behavioristic, goal- oriented type of counseling
with low achievers can become viable, helpful, and appealing to both
student and counselor in a high school setting.
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APPENDIX A
Counseling Contract
COUNSELING CONTRACT
The enclosed counseling contract consists of four
parts. The first part gives definitions of the various
terminology used in the contract. The second part lists
the possible goals from which the student will select one
to work on during the term of the contract (one marking
period -- ten weeks). The third part describes briefly,
and in general terms, what is expected from both the
counselor and the student. (The counselor will explain
this in more detail. ) The fourth part is the agreement
to which both parties concur and sign.
The " mini- contracts" are merely working sheets
which are used each week to be assured that both the
student and the counselor clearly understand what is to
be expected. These can be altered and changed as often
as necessary until a final agreement is reached by both
parties for that particular week.
Signed this day of .
party of the first part
(student)
party of the second part
(counselor)
COUNSELING CONTRArr
Part I - Definitions
Section A - Counseling Contract
A counseling contract is a printed document
that forms an agreement between a student
and his counselor to help the student do
better in school.
Section B - Goal Selection List
1. The goal selection list is a roster of
ten possible activity areas from which
the student will select one (1) to
improve upon during the term of
the contract.
2. Because of the limited time, and the
pilot nature of this project, only
one goal per student will be permitted.
However, if the project is successful
in helping students, an effort will be
made to continue it in order to allow
more students to become involved,
and work on more than one goal if
they wish.
Section C - Performance
Performance is defined as those activities
which are expected and agreed upon by
each party who signs the contract.
1. Through this contract the student
agrees to perform in the manner
called for in the contract.
2. Through this contract the counselor
agrees to perform in the manner
called for in the contract.
Section D - Agreement
Agreement is defined as that performance
which is promised by each of its parties.
Section E - Term of Contract
The term of the contract is that period of
time in which the contract is in effect.
The term of this contract shall be for
one marking period, beginning February 1,
1971, and ending April 16, 1971, inclusive.
Section F - Validation
Validation is defined as those signatures
which place the contract in effect.
1. This contract shall not be valid until
signed and witnessed by both the
party of the first part (student) and
the party of the second part
(counselor).
2. In addition
,
this contract shall not
be valid until the signature of the
parent or guardian of the student
is received on the appropriate
form.
Section G - Penalty Clause
A penalty clause is defined as that part of
the contract which defines the manner in
which a party of the contract must act in
the event he fails in some way to perform
according to his agreement.
1. Since participation in this contract
is completely voluntary, and purely
for the purpose of helping the student,
there shall be ^ penalty clause in-
voked for non-fulfillment of any of
its parts.
2. It is assumed, however, that the
degree of help to the student will
be proportional to the effort he
puts into his performance.
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Part II - Goal Selection List
Section A - The ten goals in Section B, below, are
those most frequently listed by high
school students like yourself as being
what they considered most important
for them in improving their grades and
ability to get along well in school.
Section B - Goals
1. Improve my study habits.
Z. Increase my span of attention and
concentration.
3. Do my homework better and/or
more often.
4. Develop a better over- all
interest in school.
5. Have a better attitude toward
teachers - especially those I
dislike.
6. Be able to read and comprehend
more.
7. Take a more active role in class.
8. Develop a more meaningful relation-
ship between school and life outside
of school.
9. Take on fewer commitments
extra-curricular, sports, etc.
10.
Get to know more about myself --
(that is, how others see me).
Part III - Performance
Section A Thia section is most important for the
student since he is concerned about what
he must do and how he can help himself.
The first and most important fact is that
the student must really want to improve.
Secondly, he must be willing to follow through
on his commitments. This will not require
much additional time, and will usually be
interesting and enjoyable.
As indicated in Part II, nearly all students
were able to find at least one goal from the
goal selection list, which they wanted to
improve in; and over 90% of the students
listed one of the first seven goals as one of
their suggestions for self-improvement.
Since the primary purpose of this contract
is to provide the student with an opportunity
to have a "say" in what he does in school,
the real input should come from him. However,
if he in unable to come up with any ideas, the
counselor does have a number of suggestions
which he can offer.
The only suggestion is, that for the studenu
to be able to see the progress he has made.
the first and last sessions should consist of
an evaluation measure. (The counselor will
help with this. ) Thus, each week, the
student and the counselor will meet together
to mutually arrive at an "exercise" or
activity for the student to perform which
(1) will help him to progress toward and/or
improve upon his current functioning level
in his chosen area, and (2) will be interesting
and not so time consuming that it will detract
from the student's regular studies. These
"exercises" might consist of such activities
as reading an article or small pamphlet;
watching a film or filmstrip; listening to a
tape; interviewing some meaningful person;
or taking a self-evaluation survey in some
particular area. The variety of activities
is limited only by the students' and
counselors' imagination and, of course, by
such practical considerations as time,
financial involvement, etc.
In summary, then, the students who want to
improve their school functioning in one of
the goal areas listed in Part II of this
contract, will meet with the project
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Section B
counselor once a week to (1) work out a specific
activity for the student to perform during that
week, and (2) discuss the previous week's
activity relative to its usefulness, its
experience value, its good and bad features,
etc.
,
as well as to answer any questions
the student may have.
Evaluation
In addition to the student's own personal
goal, the counselor is also concerned about
whether or not the project has helped him
in his total, over-all feelings about school.
This also (the same as the student's goal)
requires an evaluation measure. Therefore,
the student is asked to be as sincere and
honest as possible in taking what is called
a Learning Atmosphere Attitude Scale (LAAS)
after the completion of the project. (The
counselor will explain this in more detail,
but it should only take 10-15 minutes. )
Any further questions by the student
should be answered to his satisfaction be-
fore signing the agreement in Part IV.
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Part IV - Agreement
Section A - Student Affidavit
,
hereby promise to complete
(student's name)
the mutually agreed upon activities for goal # during
the term of this contract which is from February 1, 1971
through April 16, 1971, inclusive.
I also promxise to see my counselor once each week
(barring illness) during this period of time.
(student's signature) (date)
(witness: counselor's signature)
Section B - Counselor Affidavit
,
hereby promise to work with
(counselor's name)
and assist him in every way I can, to
(student's name)
significantly improve in the area of his chosen goal (# ),
during the term of this contract, which is from February 1, 1971
through April 16, 1971, inclusive.
I also agree to see once each week (bariing
(student's name)
illness) during this period of time.
(counselor' s signature) (date)
(witness: student's signature)
Mini- Contract
Name
Goal #
Week of
Exercise:
student's signature
counselor's signature
Comments by student re: this exercise
Comments by counselor re: this exercise
APPENDIX B
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GUIDANCE DEPARTMENT
January 4, 1971
TO ALL TEACHER OF 10th AND 11th GRADE BOYS
(Math, Science, English, and Social Studies,
College Preparatory and Business Courses)
The Guidance Department is undertaking a project to work with
students with high average intelligence or better, whom the
teachers feel are functioning in class significantly (a year or
more, if this is measurable) below their capacity.
Would you, therefore, list below the names of any 10th
or 11th grade boys in your particular subject (s) who might
fit into this category, and return the list to me not later
than January 8?
We will keep you informed of our work with these
students.
Very truly yours.
Head Counselor
Student' s Name Grade Subject
1 .
2 .
3.
4.
5.
6 .
7.
8
.
Teacher's signature
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APPENDIX C
Pre- Study Questionnaire Form
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Pre-Study Questionnaire
Name (voluntary)
Date of Birth
Male - Female (circle one)
Grade in September, 1970
(To be read by teacher)- -We believe that nearly all pupils would like
to get at least passing grades in school. However, there are many
things about both students and schools that make it almost impossible
for them to do their best work. We would like to know what some of
these are, so that we can help the student to get better marks and make
school a more successful and, therefore, a more pleasant experience.
Would you, therefore, be as honest and sincere as you can in
completing the following requests (Remember, you don't have to put
your name down if you don't want to):
I. List as many things as you can that you would like to see changed
about the school system that would help you get better grades.
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II. List as many things as you can that you would like to change about
yourself that would help you get better grades.
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III. A, List what you think are your
^ best strengths in helping
to get along in school.
you
B. List what you think are your _3 weakest areas that keep you
from doing your best in school.
APPENDIX D
Pre- Study Questionnaire Suggestions
Number 19 - 41
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Suggestions for self-improvement appearing only once on the Pre-
study questionnaire in response to the question, "List as many
tilings as you can that you would like to change about yourself
that would help you get bettor grades,"
Suagestion
19 Have more money
20 Do more during study period
21 Stop being silly
22 Stop being stubborn
23 Do better in Math
24 Do better in English
25 Do better in French
26 Be able to understand people better
27 Lose my overconfidence
28 Find a more interesting way of learning
29 Come to class more
30 Come to school more
31 Get more sleep
32 Get up earlier
33 Have more friends
34 Be more careful
35 Learn more about the subjects
36 Be more aggressive
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37 Watch less TV
38 Be better organized
39 Overcome the fear of what people will say
40 Put studies first, and attitudes second
41 Work toward a basic goal in each class so a reward of personal
satisfaction will greet me at the end of the term.
APPENDIX E
Mini- Programs
GOAL I
IMPROVE MY STUDY HABITS
and
GOAL ni
DO MY HOMEWORK BETTER AND/OR MORE OFTEN
164
CONTRACT COUNSELING
CONFIDENTIAL Goal 1 (3)
Name Week I
Introduction to Contract Counseling
The value that you receive from this project will be largely
determined by your own efforts. While the advantages of any education
usually depend on the cooperation of the student, here your active and
enthusiastic participation is vital. You are the one who counts, and
you can only get out of this what you put into it. See yourself as an
active leader, rather than a passive reader ! Actually, you are to be
congratulated because the very fact that you are reading this proves
that you are interested in improving yourself, and any real or last-
ing improvement has to come from within.
You, of course, cannot improve significantly all by yourself--
no one can, even though there are those who foolishly believe this.
As you know, your "helper" in this project is your counselor. Please
try to consider him a warm and personal friend. Remember, he is not
a critic; he is not a judge; his only purpose is to act as a sounding
board if you need it. Otherwise, you are the boss; whatever you
decide, whatever you think is a good project, he will support, if at
all possible.
Perhaps most important, remember that this project is confi -
dential, and no one except you and your counselor will be directly
involved. You know that he is a professional person and he is ethically
bound to confidentiality; he will not discuss this information with your
teachers other than in general terms. Nothing of a personal nature
will be mentioned unless for some reason you think it would be to your
advantage and REQUEST it.
The main idea of the project is for you to be honest with yourself.
Sometimes, students will write what they think is expected of them
rather than what they really would like to write or say. This will
not help YOU !
It has been said that the only person who can really know some-
body, is that individual himself. The problem, however, is that we
seldom care to take a good look at ourselves. Most people even hate
to look at themselves in a mirror. If one cannot stand himself,
he
has two strikes on him from the start. So let's start this project
by taking a fresh look at not only yourself, but also your
family,
friends, and some of the things you like and don't like.
Contract Counseling
CONFIDENTIAL
Name Goal
Week of Exercis
My Personal Inventory
1. How old am I?
2. What is my nickname?
3. How do I feel about my looks ?
4. Am I reasonably healthy?
5. How do I spend my out- of- school time?
6. Do I have a reasonable amount of money to spend?
7. What are my favorite sports?
a. participatory?
b. spectator?
8. What makes me happy?
9. What makes me unhappy?
10.
What is the MOST IMPORTANT thing about me?
CONFIDENTIAL
Contract Counseling
Name
Week of
Goal
Exercise
My Family Inventory
1. How many in my family ?
2. How many rooms in our house?
3. Whom do I get along best with in the family?
4. Whom do I get along least with in the family?
5. Do my parents really understand me?
6. What chores and responsibilities do I have?
7. Do I bring friends to my house?
8. What time do I have to be in on weeknights? on weekends ?
9. What would I like to see changed about my house and/or family?
10.
If I had a serious problem, whom would I go to ?
Contract Counseling
confidential
Name
Week of
An Inventory of My Friends
Goal
Exercise
1. Who is my best friend? (male)
2. Why is he my best friend?
3. Where do my friends and I spend most of our time together ?
4. Do I go steady?
5. How often do I date?
6. Would I really prefer to be alone or with friends ?
7. What do my friends like about me?
8. What do my friends dislike about me?
9. What gripes me most about friends?
10.
What would make me no longer consider a person a friend?
CONFIDENTIAT.
Contract Counseling
Name
Week of
Goal
Exercise
My School Inventory
1. What school have I enjoyed the most?
2. What school has been the most disliked?
3. What sort of a student have I been mostly?
4. What is my favorite subject?
5. What activities do I belong to in school?
6. Do I intend to further my education beyond high school?
7. What would I like to do for a life's occupation?
8. Do I consider an education really important?
9. Should students be allowed to quit school before the age of 16?
10.
Am I satisfied with my current school performance?
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Contract Counseling
CONFIDENTIAL
Name
1 (3 )
Week 2
My Study Time
The purpose of this exercise is to record honestly andccurately the actual time you spend on studying and d^oing homework each day for one week. (During the final week of the proiectyou will again record your study time to determine your progress’It may be even more helpful if you do this on a weekly basis but
*
this IS not required. ^ o
Remember, being honest with yourself is the most importantthing since there are no "right" and 'wrong" or "good" and "bad'answers in any of these exercises. In addition, none of your work
with me during this working period will be seen by your teachers;
and all information is strictly CONFIDENTIAL. The purpose ofthe entire project is only to help YOU.
Would you therefore use Exercise sheet #1 (DAILY STUDY- TIMECHART) and complete the chart by filling in the appropriate boxes
and bring it with you for our next session.
Note in the sample chart that "Johnny Jones" spent the follow-
ing times on study and/or homework:
Monday
Tuesday
Wedne sday
Thursday
Friday
Saturday
Sunday
Total time
4 - 5:30 p. m.
6 - 7 a. m. and 7 - 9 p. m.
5 - 5: 30 p. m.
5 - 7 a.m. (probably a test that day)
none
none
8 - 10 p. m.
9 hours 'I'
'-This is not to imply that "9 hours" is an expected time because
this depends on the student and varies a great deal for each individual.
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CONFIDENTIAL
Goal
Exe rci se
DAILY TIME-STUDY CHART
(SAMPLE)
Nam e_ John Jones
W ock of
1
l-
M. T _ .W
1 -¥h- S a. Sun.
iAM 6-7
II 1
7-8
8-9
9-10
10-11
11-12
PM
1
12-1
1
1-2
2-3
3-4
1
4-5
I
5-6 .XI 11 IL
6-7
7-8
8-9
9-10 i
10-11
1 1- 12
Other 1
Total time 1 1/2 3 1/2 2 2
Total time for weekf 9 hours
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CONTRACT COUNSELING
CONUmENTL^L
Name
Goal 1 (3)
Week 3
Good Study Habits
Contrary to the opinion of most students, the way to achieve
effective study is not by more study, but by changing the quality
of study. In fact, it has been shown through a number of scientific
research studies that "good" students study no more- -actually
slightly less - than "poor" students.
Another myth is that students with good study habits are more
intelligent than students with poor study habits. However, in a
recent analysis of several hundred students at one of the Big Ten
Universities, it was found that there was no significant difference
in the intellectual abilities of students who were judged to have
poor study habits!
What, then, can account for the big difference in the academic
achievement records of these two groups? Needless to say, a great
deal of research has gone into this problem at all levels -- and
under a variety of circumstances, but not all the answers are clear.
However, in general, the bulk of the research results reflect three
basic areas of difference. These are:
1. The way the students feel about their own ability
2. The use they make of cues from;
a. textbooks
b. class lectures
c. previous examinations
3. The manner in which they approach study
as signments
To review the above findings, do exercise #3 for our next meeting.
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CONTllACT COUNSELING
CONFIDENTIAL
Name
Week
Goa l 1 (3)
Exercise
Good Study Habits
1.
Do students with good study habits have to study more than
students with poor study habits? Yes No
2. What type of primary difference exists between good and
poor study habits? Qualitative Quantitative
3. The main difference between students with good and poor
study habits is that the former are usually much
brighter. True False
4. The above findings are based on long standing empirical
evidence of educators rather than true scientific
research. True False
5. List three basic characteristics which differentiate between
students with good and poor study habits.
1 .
2 .
3
.
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CONTRACT COUNSELING
CONFIDENTIAL
Name
Goal 1 (3)
Week 4
How Students Feel About Their Own Ability
Last week, you learned about the difference between students
with good and poor study habits. Now, let's take a look at each of
these separately.
The first difference listed (with no implication of an order of
importance) was that of how the groups in general felt about their
own abilities - in other words, their self-image. Whereas this
was significantly lower for the "poor" students in general, it was
especially true for their feelings about school work. For example,
the case records of these students are replete with such comments
as "Everybody knows I'm stupid," or "My sister's the smart one in
the family - I'm the dumb one, " or "I'm good at things at home, but
when it comes to schoolwork, FORGET IT!"
However, by the very fact that these studies were limited to
pupils with average or better intelligence, the self-image of these
people was completely false and erroneous to begin with. And once
they became convinced that they were "stupid", they either proceeded
to act that way (often making a joke out of it) or they simply
gave up
trying - with the attitude of "what's the use."
Most students who do poorly academically, do so in only
one
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ox* two sxxbjects, while all othci-5 are average or abov(^. In this
iTiany authorities fetil that xf one were to consider the area
of his best performance and measure his potential, this level would
be the same for all areas of functioning providing the same interest,
training, and experience was available.
However, for many reasons - most of them internal, and not
even admitted to the individual himself - the limited achiever rarely
recognized his true capability. Some of these reasons have been
cited as personal preferences, interest level, parents occupation,
teacher personality, achievement of "favored" (by the parents)
brothers and sisters, and a multitude of other personal reasons.
The important thing here is that students should realize that
they do have these abilities, and while they cannot expect to get top
grades in all subjects, they can and do have the potential to at least
pass nearly all high school subjects.
Since self-confidence is such an important featxxre of success,
let's take a look at this vital issue.
Sometimes you feel self-confident and sometimes you don't.
Whether you feel self-confident in a particular situation seems to
relate directly to: (a) how you see yourself, (b) how you see the
situation you're in, and (c) how you see yourself in relation to the
situation. An example might help to explain this. A high school
basketball player may perform smoothly before hundreds of people
in a basketball game, but may stammer and stutter when asked to
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say a few words at the pre-game pep rally. He sees himself as
capable in the one situation and less capable in the other.
Think of the people you know, your friends, your teachers,
your relatives; and select several that seem to be very self-
confident. What are the characteristics which seem to contribute
to their feelings of confidence? Perhaps their characteristics
will appear in the following paragraphs, which look at some of the
conditions which promote self-confidence. First of all, good health
will increase your self-confidence and greatly influence your behavior.
Regular check-ups by your family doctor and dentist are a good first
step to strengthen your self-confidence.
Laughing at some of the mistakes you make might seem an odd
way of gaining self-confidence, but it does appear that the secret
weapon of self-confidence is a sense of humor! Many of our politicians
have developed the ability to laugh at the ridiculousness of some of
their own behavior during the heat of the political campaign. On
the athletic field you've seen boys who m^ake a mistake and are able
to gain at their own discomfort. Somehow, a sense of humor does
encourage confidence in yourself, and so for this reason it seems
wise to occasionally look at ourselves to see just how funny we
can be.
Liking yourself is another simple, but important, part of
obtaining self-confidence. This can be accomplished by
making
an honest a,ppraisal of yourself as you're doing
now in this program
to acknowledge your own strengths and weaknesses, to put your
3-bilities to their best use, and then to honestly accept yourself for
what you really are; a person of worth and dignity.
When you are warm and tolerant you will see other people not
as threats to you, but simply as individuals trying to be adequate.
When you accept other people, this does not mean that you must give
in to the demands they make, (this is called "acquiescence") or that
you must be constantly on the defensive. Accepting others is simply
the idea that you will value and respect others as you will expect
them to value and respect you. If, however, you are shunned by a
few people, it should not be a blow to your self-confidence, for it
may well be a tribute to your value system. Thus, acceptance of
other people will lead you to better self-confidence and a richer ex-
perience in life.
Finally, being well-informed is a hall-miark of a self-confident
person. The sense of satisfaction that comes from being able to do
something well is a great boost toward self-confidence. In your own
case, this requires more than talking or writing; it requires active
and continued attempts to achieve for yourself personal standards of
excellence. For example, the cultivation of your mind is not the
result of high I. Q. , it springs from work - - organized and sustained.
Being well-informed gives you skill and confidence in yourself.
And so it is that self- confidence seems to hinge on bmi^jw^
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informed about something; having a sense: of humor; keeping
healthy; and taking a positive view of yourself and othc; rs. Self-
confidence is not being ove rconce rned about your own status, or
threatening others, or fighting for superior status at the expense of
others, or conceding to the demands of others. Self-confidence is
simply a natural product of having a feeling of personal adequacy-
-
a feeling that you are just as good as anyone else.
Now, let's take a look at your self-confidence by completing
the following exercise.
CONTRACT COUNSELING
CONFIDENTIAL
Goal 1
Exercise
Name
Week'
How Do You Gain Self-Confidence?
Here are some statements dealing with your self-confidence.
Please write "true" before the ones that seem to characterize you
and "false" before the ones that do not.
Self-confidence check list:
1. Starting a conversation with a stranger is usually
easy for me.
2. I dislike getting up stunts to put life into a
party.
3. I rarely become extremely excited about a situation.
4. Making up my mind is usually hard for me.
5. I like to meet important people.
6. I think I am a shy person.
7. The presence of important people does not seem
to make me self-conscious.
8. Criticism usually makes me feel bad.
9. I rarely feel nervous.
10. It does not take much to make me blush.
I seldom feel miserable.
When others disagree with me I feel discouraged.
It takes more than praise to convince me
that I
am succeeding.
I often go out of my way to avoid meeting som.eone.
11 .
12 .
13.
14.
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15. I usually solve my problems without help.
15. I often go out of my way to meet someone.
1’7. I do not experience feelings of inferiority.
18. A good sales talk makes it hard for me to say "no".
19. My feelings are not easily hurt.
20. Many times I have ups and downs of mood.
21. I would not mind making an important speech in public.
22. I get stage fright easily.
23. Having someone watch me work doesn't disturb me.
24. Testing makes me uncertain of myself.
25. I think I am fairly self-confident.
To achieve your score, give yourself four points for every
odd-numbered statement marked T (true); and four points for ever
even-numbered statement marked F (false).
My total score was
Regardless of your score, you should try to improve your
self-confidence in the areas suggested by the survey if you
want improvement in these areas.
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CONTRACT COUNSELING
CONFIDENTIAL
Name Goa l 1 (3)
Week 5
Some Secrets of Success
Considerable time was spent last week in self-confidence be-
cause of its great importance. Now we can take a look at the more
mechanical aspects of improving your study in three areas: Text-
book Cues; Classroom Cues; and Cues from Previous Examination.
Since the vast majority of learning comes through books - and
especially textbooks in school, knowing the proper way to use a
textbook can be most helpful in improving your study habits. (Of
course, if reading itself is a problem for you, you should attack
this area first. )
1 . Textbook Cues
Textbooks usually include many cues indicating what is important.
If sensitive to them, a reader can readily increase his reading efficiency.
An author in writing a chapter ifi a textbook makes an outline of the
major points to be developed and in the final printed copy has this
outline inserted as the major headings starting each section. Major
and minor points are differentiated by the use of typographical devices,
e. g. , centered and indented headings; as further help,
these headings
are often numljered. Some headings give the gist of the discussion
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which follows; others mere;
answer. For instance, the heading "Leaj
:ly announce the topic but do not give the
J*ning and Intelligence"
indicates that these two topics will be discussed, but does not say
what the nature of their relationship is. Although headings which
state the main thesis are more helpful as guides to the material
following them, a mere indication of the topic can help the reader
in looking for the answer.
Other cues are used to indicate important points. Paragraphs
typically have topic or summary sentences at the beginning or at
the end which state the main idea under discussion. Important
statements or definitions are often put in italics or bold face
type. Watch for numbers as in "three kinds" or "four causes"
followed by sentences or phrases set off by (1), (2), (3), or (a),
(b), (c), (d). Or, sentences may begin with "First. .. Second.
. .
And finally.
. .
" These are cues to important subpoints in an outline.
Authors frequently use a listing device to indicate briefly what is
to be discussad in the next sections or as a summary at the end to
show what has been discussed. Finally, the reader should puy special
attention to charts, diagrams, and maps; almost invariably the
author uses them to present his most important ideas visually.
It will be worth while to analyze several books to determine
how these cues are used; somie authors will prove to be more
expert than others in their use. Sensitivity to these cues will do
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much to speed up reading and improve comprehension. In fact,
it is through the use of such cues that phenomenally fast readers,
the so-called "page-at-a- glance" readers, are able to perform; that
is, by merely spotting these important cues they can guess what will
be said in between. But, such skimming skill, or, even more
important, efficient study skill is not to be obtained through mere
knowledge of these cues; there must be practice in their rapid
recognition and use.
2. Classroom Cues
A teacher's time in class is usually so limited that whatever he
sayd should be important. Students may feel that this is not true of
some lecturers, but even these teachers meant to cover certain
important points and may have wandered; or it may be that the
students couldn't see the forest (main point) because they were too
engrossed in the details of the trees (illustrations of the point).
A teacher will usually try to cover about half a dozen points
during a class period. They may be any combination from a couple
of major points with several important subpoints to a series of equal
ideas. The important skill to be discussed here is analysis of each
teacher's lectures to determine if his lecture points are also
emphasized in the textbook. If so, the student is doubly forewarned;
these topics should be studied thorouglily. in both
lecture notes and
textbook. If the lectures do not treat the same items
as does the
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booK, it means that important supplemental points are being added
which need to be known as well as those in the textbook.
Finally, some cues as to the types of future quiz questions
can be obtained by analyzing the questions which the teacher uses
in class discussion. One can determine in general if the emphasis
runs to definitions, lists, application, problems, or interpretation,
and then study accordingly.
In addition to "classroom cues", there are four individual
student behaviors which have significantly improved students'
grades. These are;
1. Always have classroom materials with you such as
a pen, pencil, book, paper, etc. (Even if you
don't use them, they make a good impression!)
2. Make "eye contact" with the teacher as often as
possible. ("Eye contact" is when the teacher and
student are looking at each other at the same
time. )
3. Ask at least three questions per week (one per class
is even better).
4. Ask the teacher a question on an assignment outside
of class. This can be just before or just after class,
but make sure she (he) is not rushed or "tied up" with
other work.
3. Cues from Previous Examinations
When a corrected exam is handed back, most students fail to
recognize it as an important task in studying. Many get little
further than their test scores. Those who do look over the exam
usually concentrate on what they did well, or argue (silently
or
aloud) with the instructor over items missed. They do not realize
that an instructor's second quiz usually follows the same pattern
as his first. Looking over the first test, one can see what types
of questions are asked. Whether they are primarily true-false,
completion, or essay is not important, but the definitions
emphasized, or problems, or judgment questions are. Do
the questions come primarily from the textbook, laboratory book,
or class lectures? Can you find where the topics for some of the
questions appear in the text? Do they coincide with the headings?
From such an analysis, one can often improve his study technique
for the next examination, and become m^ich more effective with
little additional effort.
In brief, then, three sources of cues--textbook, lecture, and
previous quizzes--provide the skilled student with means for pro-
moting greater reading and listening efficiency and for improving
his reviews for future examinations.
CONTRACT COUNSELING
CONFIDENTIAL
Name Goal 1 (3)
Week Exercise
Improve My Study Habits
Write a brief summary of how you feel about the mechanics
of study that you just read. Respond to such questions as, "Do
you feel they could be helpful?" If so, in what ways? Have you
ever used or tried these 'tricks of the trade' ? Did they work?
And finally, "Have you any other suggestions that you found to
be helpful for you in studying?"
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CONTRACT COUNSELING
CONFIDENTIAL
Name Goa l 1 (3)
Week 6
A Typical Student
You are now familiar with two of the three listed techniques
of improving your study habits. You, of course, realize that simply
knowing them will not necessarily result in higher achievement.
For lasting improvement they must be practiced continuously to the
point where they become almost second nature.
The third technique relates to the way you approach your study
assignments.
A Typical Student
Let us for the moment skip over the difficulties of getting to
the library, finding a suitable place to study, looking around at
people, finding out what the assignment is, and getting settled down.
Once started, how does our typical student go about studying? Hav-
ing found the first page of the assignment, what does he do next? He
probably looks for the last page, holds the assignment up to see
how
thick it is, and then leaves a finger at the end of the lesson
as a
goal indicator. Have you ever noticed how students, after
reading
a while, will hold up the part read and the part
to be read in order
to compare their relative thickness? Also,
indicative is the student
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who, when ashed what the lesson was about, looked at the length
of the lesson and said, "about thirty pages. "
Note how many students follow the lines with their fingers as
they read. One almost gets an impression of dutiful line following
so that the ne.x-t day they can truthfully say "1 don t remember, but,
honest, I read every word. " Some so carefully mark the cadence
of their eyes that their fingernails seem to be plowing each line
under. Not all are "line plowers", but certainly few reach the
Stage of using headings and context clues.
Most readers feel that they understand the material as they
read; the trouble comes later in trying to remember it. Thus, as
they read along they can continually murmur "mmhm, " "uhhmm"
as they see each idea, much as a mirror passing over the book
might clearly reflect what was printed. On finishing, they push
the book aside with a sigh. To an impolite inquiry as to what ideas
were discussed, the typical reader has a nebulous feeling that
there was much he had understood but it now is jumbled. Rather
than dwell on this discomforting fact, he prefers to say, "Well,
that's done! Now for the next lesson."
How Effective Are Typical Study Methods?
So much for a caricature of the composite, typical student.
What are the facts as to the outcomes from such study methods?
When several thousand high school students were tested immediately
after reading a selection they averaged only 53 percent right on the
1B9
quiz. Other oxpci iments also show that the average student gets
only aoout half of the ideas asked on an inamediate quiz. Since
probably every student felt that he understood each of the ideas as
he read the selection, what can be causing this difficulty? A
similar problem is found when a series of numbers, such as
894165873 5, is read once; each number is readily recognized
as it is read, but somehow by the end of the series the whole thing
is mixed up.
Thus, at the end of two weeks, the average student could re-
call only 2 0 percent of what he knew immediately after reading;
and this, it will be recalled, was only 53 percent right- -a total
of about ten percent
!
Some conscientious students try rereading their lessons in
order to raise the level of their comprehension accuracy and to
retard forgetting. But simply rereading a lesson several times
in one sitting does not help comprehension accuracy very much;
thus, in one experiment the average reader got 69 percent right
on an easy test after o:-2e reading of the text and only 7 4, 75, and
74 percent right with two, three, and four successive readings
respectively.
What then can be done? Is there some other more efficient
method of studying than reading and rereading a lesson? It is
evident that the average student, through trial- and- error
learnin
1has not lovind an efficient; way. One furlh<;r
.xp<> riment illustrates
this point and indicates one source for building a better reading
tcchniciue. In this experiment it was found that a sup<’rior proup
of studi'iits read no faster or any more accurately than a ^roup of
poor readers when given a selection without any headings. The
secret was that the headings indicated the subject of the text which
followed, and were used either to call to mind what the good readers
had already known; or else to provide clues to what would be said.
They also helped to indicate what was important, and what was
unimportant.
We have now presented some important facts about the
techniques of good study habits. There are also some other
elementary, but very important factors which are often overlooked
by students even though they are aware of them. To remind you of
these, and hopefully to encourage good practices, complete the
following exercise by being honest with yourself and answering
"yes" or "no" depending on what you do most of the time.
coxrriACT couxsxlixg
CONI'- OGXT.A T.
X cl 111 O
Week
1 f3i j
Exercise
ourages you to
no'
ilia loilowing check- list of study habits enco.
cva.uatc your own habits. The value of your
responses is to point out areas that you may need toatiengthen. Please don t answer the questions as youthink your counselor would like, or even the way youfeel you ougnt; just be honest with yourself
1. Place of Study
Yes No
^ a regular place to study?
reasonably quiet and free of
distractions?
^ have an acceptable chair and
good lighting?
h)o I have a dictionary at my desk
to check for meanings and spelling
of ivords ?
Do I use this dictionary regularly,
and list unusual words in a special
notebook?
2. Study Techniques
Yes No
Do I give my toughest course top
priority in studying?
Do I try to study when I'm
physically alert?
Do I trike a break when I become fatigued?
Do I set a definiti- goel for the assigned siaidy periodi’
Do I study regu];. !'ly on a seh-dule, rr.th«T than
cramming the night before cc i.est ?
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3. Note Taking
Yes No
Do I take notes in ink?
Do I review my notes soon after class?
Do I take special care to make sure
that my class notes are accurate
and legible ?
Do I underline important concepts
in my notes and books?
Do I try to pick out central ideas
in class to be included in my notes?
4. Preparing Papers
Yes No
Do I type my papers?
Do I make my papers as neat as possible?
Do I place my completed papers in a
binder with the title of the paper, my
name, the date, and the course title
on the outside; and do I turn it in on
time ?
Do I keep an "idea" page to trap ideas
by jotting them down before I start
the paper ?
Do I outline my paper before beginning,
then dash off a paper, and polish it by
writing a second or third draft?
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CONFIDENTIAL
Name
Goa l 1 (3)
Week 7
Helpful Hints for Taking Exams
No program of effective study would be complete without a
section on examinations.
Certain principles are also of value in determining the dis-
tribution of review time as the student approaches an examination.
The very size of the task of reviewing for a midterm or final examina-
tion tends to lead to procrastination, (putting it off). The lengthy
cramming session which finally occurs just before the examination
greatly fatigues the student so he cannot be as alert the next day
during the test. And during a given study period, there is a tendency
to study the next day's lesson before starting to review; then there is
rarely time for review. The following principles have been found to
help with these difficulties: (1) Several review times, rather than
one lengthy session, should be scheduled. (2) A review time should
be scheduled separately from study time. (3) A definite segmen^of
the lesson should be assigned to each review time so the task
looks
possible of completion and does not lead to procrastination. (4)
Finally,
a student probably should not review for more than
an hour or tv^ the
night before an examination.
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3, stuGcnt should, use his notes or textbook heudings
3.S cues to probs-ble c|^uestions. He should not work hurd to formulute
questions in precise test form, e. g. , multiple choice or true-false;
rather, he should ask himself a simple essay question.
In preparation for examinations, you should make good use of the
"cues" you have learned. In regard to the textbook, a helpful practice
is to consider the headings and sub-headings and make questions out
of them by changing the words and order but not loosing the meaning.
If you can then answer the question, go on to the next section. If
you cannot answer the question, more review is necessary for that
section.
Final exams, of course, are more anxiety-provoking than
quizzes, or even "mid-terms". However, the same principles
apply, and with weekly or bi-weekly reviews during the marking
period, they should be little more upsetting than regular tests and
quizzes. In fact, as well as being more harmful (potentially, since
they often count for a larger portion of your grade), they also provide
an opportunity for improving your grade if you have not done too well.
Finally, some important words about taking examinations are
in order.
Techniques for Taking Essay Examinations
Each type of examination requires certain unique skills and
has
its special difficulties. One common error in writing
on essay
cuestions is to waste time writing away from the subject.
Because
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of the press of time during an exam, the instructor has to limit
what he asks for; he, therefore, directs the student not to write
everything he knows about the topic. Sometimes, instead of calling
for an answer in essay form, he may ask the student to " liet the
— "comEarert^o^^ etc. Your first step in answering
an essay question should be to note the key words (here underlined)
in the question; its purpose is to tell you the limited area to
or the quick form for answering, so that both you and the grad,
save time. If the question asks for a "list", do not writ(
say; that will only take up more of your time and the time of the
grader who must read to determine A^hich points you have covered.
Other key words frequently used are "illustrate", "outline",
"diagram", and "contrast". Only when the question asks you to
discuss" a topic will a rather lengthy coverage of that topic be
expected.
After you have found the key word in a question, your second
step should be to look for further limiting words, so that you will
give only what is called for as your answer. Note in the above
instructions that the teacher further limited what was to be covered
in each question by referring to "causes" in one instance and to
"outcomes" in the other. In the discussion of "causes" (of a war,
for example), he would not expect you to cover the outcomes nor
i )
i'll vi L t ill.' i lie i 1.U' 1 . 1 b . In Cii bcu.JiJjLny '' (nelcc^jiii:.," !nj wt^iiifi nc^t
cx'iecl yo'ii i*.! tli ticXib .i v-.mucy, cni'licr incicicritb, iit-c.
,
fnni'i^jy
wlint the later effects were. In brief, teacheru realize that students
do not have time to write all that they know about a topic; htnice
'Lhey saggost that only a segment be covered so that other questions
can also be asked. To give more than is asked for will not add to
your grade, will make the teacher think you cannot read directions,
and will take time away from answering other questions.
Any essay question which asks for more than a brief definition
needs to have an organized answer. Yet, most students start
writing on the first idea that comes to mind after reading a
question and then continue with whatever ideas come to mind next;
as a result, some strange sequences of ideas are produced,
"rader who has a list of points which should be covered fines
The
it
difficult to determine how many points are included in such essays.
An easy and effective way to obtain this organization is
first
to jot down quickly a sketchy outline of key words which
stand for
the ideas to be covered. These ideas will remind the
student of
further ideas which he inserts at the correct
Writing the essay then becomes a matter of
the Ideas listed. Since the grader has to
re:
appreciates any cue wlilch wul speed up hn.
S'lots in his list,
expounding on each
r.d many papers, he
reading', k pays.
of
t;..,r.=;orc, lo’nv.abor vh.. points in
an essay or to use some
visual system, such as paragraphing
or outlinir,;-, to show the
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organization of the answer. Often a hastily drawn diagram will do
much to demonstrate that you see the relationships among the ideas
being presented.
There is some correlation between length of answer on an essay
question and its grade. Of course, the student who knows the most
will usually write the most, but one common failing of students is
to feel that a few words carry as much meaning to the teacher as
they do to the student himself. A student may feel that quoting a
definition from the text is enough, but the grader wonders if these
words have been really understood or merely memorized. Adding
an illustration helps a great deal. In a question which asks for
"discussion”, do not list points only, but explain why they are
important or how they are interrelated. Elaboration to show full
understanding is different from "padding", which is readily recognized
and resented by the grader. "Padding" means to bring in irrelevant
points or to repeat points already made in order to fill up space.
Explaining what you mean, giving illustrations, or showing the
implications of your points are not padding and are much appreciated
by the grader.
One surprising belief held by many students writing essay
examinations is that when a page in a "blue book" is filled,
the answer is good, no m.atter what the dcxmands of
the question it-
self are. Actually, the grader hae a list of points
which he expects to
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have covered (usually the definitely indicated points made in the
text or in the lecture) and he grades according to the proportion of
these covered in the stvident' s answer. If students judge that a
question is answered wh(.;n the liottom of the page is rc;aclu;d, tlu:y
are apt to leave out some of the points expected. And in a question
where four points are expected, leaving out one can result in a
25 percent drop in score!
Simple mechanics in writing examinations also markedly affect
grades. For instance, in one experiment on the effect of legibility
on grading papers, forty-three teachers were asked to grade the
same compositions at two different times; one time the compositions
were written legibly, and the other time the same compositions were
written somewhat illegibly. The compositions in legible handwriting
received an average grade one letter higher than the compositions in
illegible handwriting! Examinations written in ink are more easily
read than those in hard pencil. Also, take a few minutes at the end
of the hour to proofread your paper. An accidentally omitted "not",
or some other important word, may grossly affect your grade. Be
sure that the questions and their parts are numbered correctly.
Techniques for Taking Objective Examinations
Following are certain principles which will assist in the taking
of objective examinations. Since every question usually has
equal
weight in scoring, you should work straight through the list
of questions
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not hesitating too long on those whose answers do not immediately
come to mind. These difficult questions may remind you of the
answers to the ones skipped. Be sure to go back over the examina-
tion to answer questions that were omitted the first time through.
True- False Questions. If a true-false question causes difficulty,
the following principle is often helpful; Most such questions are
built on the pattern of briefly describing two things and their degree
of relationship to each other, i. e. , "Some cats are black." The
two "things" in each statement (cats and black in our example)
are usually true; statements are made false by changing a word
so as to overstate or understate the degree of relationship. The
following series of words are usually used:
All-most- some-no Positively related - not
related-negatively related
Always -usually- sometimes-never Good- bad
Great- much- little-no Is-is not
More - equal- less
When a student sees one of these words in a sentence, he can
usually test whether the statement is true by substituting the
other
words in that series. If none of them makes a better statement
than the word already in the sentence, the statement is true.
Thus
when the above statement "Some cats are black", is tested
by sub
stituting as follows: "All cats are black," "Most
cats are black,"
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and "No cats arc black," the original statement is shown to be true;.
Knowing this common pattern a student can go to the key word in a
true-false statement and not have to worry about possible exceptions
to each word in the statement.
Many students have learned to look for the key words "no,"
"never," "every," "all," "entirely," because they usually indicate
that the statement is false; it is difficult to make any statement which
is true of all items or no items to which it refers. Knowing this
tendency of students to look for these specific words, however, many
instructors work hard to formulate some statements in which the use
of these terms makes statements true, e. g. , "An island is entirely
surrounded by water," "All men are mortal."
Care should also be used in answering atrue^alse statement con-
taining two independent clauses. If one of these is true and the other
false, the whole statement must be marked "false."
Multiple- Choice Questions. In answering multiple- choice questions,
certain choices can often be crossed out as obviously wrong. This
may reduce your immediate evaluation to one or two possibilities
and if you have to "guess" among those left, your chances
of getting
a right answer are better than if you "guess" among all
of the choices.
Be sure to read the directions provided with
multiple- choice tests.
If they say mark the o^ best answer, do not put more
than one answer
in the space provided. If more than one
answer is listed the item will
201
be marked completely wrong even though one of the answers may be
correct. On the other hand, if the direction for a particular
multiple-choice question asks the student to list "all correct
answers" or "the one or several correct answers," credit will
be taken away for every correct answer omitted. It is helpful in
answering multiple- choice questions which ask for "one or more
correct answers" to treat each choice as a true-false question; if
a choice sounds true, put its number down; if it sounds false,
omit its number from your answers.
Matching Questions. In answering matching questions in which a
given answer may be used only once,
;
it will obviously be helpful
to answer the known questions first, and then study the few re-
maining choices as answers to the difficult questions. Mark out
the answers as you use them.
Completion Questions. In answering completion questions, it is
better to fill in the best answer you can think of than to leave a
blank; such answers often are completely or partially correct. If
the question calls for a word with a certain number of letters, use
another word which carries a similar meaning if you cannot think
of the correct word. If the answer is quite familiar to you, but
for the moment you are unable to recall it, go on and return to
this
2 02
question later. Your changed point of view may assist in overcoming
the previous mental block.
Sometimes in going back over an examination, a student will
come across an answer that on second reading seems to need changing,
but he hesitates because he has heard that first responses are usually
right. Obviously, if you are sure on this second reading that the
answer is something other than you gave, change it. Even in
instances where you are not so sure, but believe that another answer
is more likely to be correct, it is all right to change. In an experimen-
tal test of the effectiveness of changing answers vs. sticking with the
original choice, a slight tendency was found for improved scores with
such changes.
To review test-taking, answer the following questions honestly
to locate some of the problems you may be having with your test
results.
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CONTRACT COUNSELING
CONFIDENTIAL
Name Goal 1 (3)
Exercise
1.
Improve My Study Habits
Do I usually look over all the questions and answers
first for the ones I know best? Yes No
2. Do I read the directions carefully? Yes No
3. Do I usually \inderstand what is being asked for
on the test ? Yes No
4. Do I proportion my time according to the value
of the question? Yes No
5. Do I make a brief outline of my answer either
mentally or physically? Yes No
6. Do I strive to be neat and write well-- even when
I'm not sure of the right answer? Yes No
7. About 1/2 to 3/4 of the way through the test, do
I get panicky about the time left ?
When I go over the questions, do I begin to get
all confused with " second thoughts" ?
Does my attitude toward the teacher effect my
ability to answer the questions honestly?
Is it important for me to do my own work re-
gardless of whether it is right or wrong?
Yes No
8.
Yes No
9.
Yes No
10.
Yes No
CONTRACT COUNSELING
CONFIDENTIAL
Name Goal
W eek 8
Review
As a review of the material you have covered during this
program, take the following (accompanying) survey, and be as
honest with yourself as you can.
In addition, make out a brief table of how you proportion your
24- hour day, using the average school day as your
guide. When
completed, compare your results with those in the
exercise chart
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CONFIDENTIAL
Review of Effective Study
Answer the following questions by checking yes or no.
Physical setting Yes
1. Do you have a regular, private place to study?
2. Do you have good lighting where you study?
3. Is it generally quiet where you study?
4. Is the temperature comfortable where you study?
5. Do you maintain a comfortable place to study in?
Attitudes
1. Do you feel that you have to spend too much time studying?
2. Do you feel capable of doing most of your assignments?
3. Do your parents feel that homework is necessary?
4. Does your feeling about the teacher who gave the assign-
ment make a difference in how you do it?
5. Do you feel that most study assignments have little value?
Work habits
1. Do you have trouble getting started on a study assignment?
2. Do you keep getting up for various reasons during study?
3. Do you daydream a lot during your study time?
4. Do you usually hand assignments in on time?
5. Do you have the full assignment and necessary material
on hand when you start studying? (pen, books, dictionary)
Distractions
1. Do you usually think about other places you'd
rather be
when you are trying to study?
2. Have you ever thought about the particular
time and/or
place that YOU do your best (most productive) work?
3. Do you have personal or family problems that
keep you
from doing your most efficient studying?
4. In school, are you more concerned about
sitting near
your friends, than considering what effect this
might
have on your work? n-r o
5. Do you allow proper time for ALL aspects ^ ,
(The chart below is an average school-day
gui e,
will differ some for each person, and
at different times. )
SLEEP 8 hours
MEALS 2 hours (out of school)
SCHOOL 6 hours
STUDY 2 hours
RECREATION 4 hours
MISCELLANEOUS-- 2 hours
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CONFIDENTIAL
Name Goa l 1 (3)
Week 9
How Did I Do ?
Since this is the last week of the project, you should again
use the DAILY TIME-STUDY CHART that you completed during
the first week, and compare the results. Remember, be honest,
and don't "pad" the chart, since this is only for your benefit. In
addition, you may well have improved in your study habits, and
therefore, can spend less time on study and still do better work.
In any event, lasting improvement will come only from confined
use of these principles, and the real test is in what changes you
have made, both in and out of school.
At our final meeting, we will discuss your progress, and also
your feelings about the total project. I would especially welcome
your suggestions for improving the program.
I have really enjoyed working with you and hope it has been of
some help.
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CONFIDENTIAL Goal
Exercise
DAILY TIME-STUDY CHART
Name_
Week of
M T W Th F Sat. Sun.
AM
6-7
7-8
8-9
9- 10
10- II
11- 12
PM
12-1
1-2
2-3
3-4
4-5
5-6
6-7
7-8
8-9 —
9 10
10-11
11- 12
Other -
Total Time 1
GOAL IV
DEVELOP A BETTER OVERALL INTEREST IN SCHOOL
(and)
GOAL VII
TAKE A MORE ACTIVE ROLE IN CLASS
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CONFIDENTIAL
Name Goal 4 (7)
Week 1
Introduction to Contract Counseling
The value that you receive from this project will be largely deter-
mined by your own efforts. While the advantages of any education
usually depend on the cooperation of the student, here your active and
enthusiastic participation is vital. You are the one who counts, and
you can only get out of this what you put into it. Actually, you are to
be congratulated because the very fact that you are reading this proves
that you are interested in improving yourself, and any real or lasting
improvement has to come from within.
You, of course, cannot improve significantly all by yourself- -no
one can, even though there are those who foolishly believe this. As
you know, your "helper" in this project is your counselor. Please
try to consider him a warm and personal friend. Remember, he is
not a critic; he is not a judge; his only purpose is to act as a sound-
ing board, if you need it. Otherwise, you are the boss; whatever you
decide, whatever you think is a good project, he will support, if at
all possible.
Perhaps most important, remember that this project is confL-
dential, and no one except you and your counselor will be directly
^
involved. You know that he is a professional person and he is ethically
bound to confidentiality; he will not discuss this information with
your
teachers other than in general terms. Notliing of a personal
nature
will be mentioned unless for some reason you think it would be
to your
advantage and REQUEST it.
The main idea of the project is for you to be honest with yourself.
Sometimes, students will write what they think is expected
of them
rather than what they really would like to write or say.
This will not
help YOU!
It has been said that the only person who can really
know somebody
is that individual himself. The problem, however,
is that
care to take a good look at ourselves. Most
people even hate to look at
tW::iv?s in f mirror. If one cannot stand ^i-elf he ha
stakes
on him from the start. So let's start this project
by taking a fresh loo
at not only yourself, but also your
family, friends, and some of the
things you like and don't like.
Contract Counseling
CONFIDENTIAL
Name Goal
Week of Exercise
My Personal Inventory
1. How old am I?
2. What is my nickname?
3. How do I feel about my looks?
4. Am I reasonably healthy?
5. How do I spend my out- of- school time?
6. Do I have a reasonable amount of money to spend?
7. What are my favorite sports?
a. participatory?
b. spectator?
8. What makes me happy?
9. What makes me unhappy?
10.
What is the MOST IMPORTANT thing about me?
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CONFIDENTIAL
Name
Week of
Goal
Exercise
My Family Inventory
1. How many in my family?
2. Kow many rooms in our house?
3. Whom do I get along best with in the family?
4. Whom do I get along least with in the family?
5. Do my parents really understand me?
6. What chores and responsibilities do I have?
7. Do I bring friends to my house?
8. What time do I have to be in on weeknights? on weekends?
9. What would I like to see changed about my house and/or family?
10.
If I had a serious problem, whom would I go to?
Contract Counseling
CONFIDSNTLA.L
Name Goal
Week of Exercise
An Inventory of My Friends
1. Who is my best friend? (male)
2. Why is he my best friend?
3. Where do my friends and I spend most of our time together
4. Do I go steady?
5. How often do I date?
6. Would I really prefer to be alone or with friends?
7. What do my friends like about me?
8. What do m.y friends dislike about me?
9. What gripes me most about friends?
10.
What would make me no longer consider a person a friend
Contract Counseling
CONFIDENTIAL
Nam c
Week of
My School Inventory
1. What school have I enjoyed the most?
2. What schoo] has been the most disliked?
3. What sort of a student have I been mostly"'*
4. What is my favorite subject?
5. What activities do I belong to in school?
6. Do I intend to further my education beyond high school?
7. What would I like to do for a life's occupation?
8. Do I consider an education really important?
9. Should students be allowed to quit school before the age of 16?
Am I satisfied with my current school performance?
Goal
Exercise
10 .
CONTRACT COUNSELING
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CONFIDENTIAL
Name Goa l 4 (7)
Exercise 2
Two Factors in School Interest
You will recall from your contract that we want to have a
"before and after" measurement of the progress you make towards
your selected goal.
Research studies suggest that two important factors related
to school interest are how you feel towards your teachers and how
much time you spend on homework and outside assignments. There-
fore, we are going to record your progress in these two areas this
week and the last week of the program and compare the results.
Thus, your exercise this week is to complete the enclosed Daily
Time-Study Chart and the teacher rating forms on any teachers
you don’t care for. Remember, this is CONFIDENTIAL and will
not be seen or shared with the teachers unless you request it.
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CONFIDENTIAL
Name Goal
Week
4 (7)
The purpose of this exercise is to record honestly and accurately
the actual time you spend on studying and doing homework each day for
one week. (During the final week of the project, you will again record
your study time to determine your progress. )
Remember, being honest with yourself is the most important
thing since there are no ''right" and "wrong" or "good" and bad
answers in any of these exercises. In aaoition, none of your woxk
with me during this working period will be seen by your teachers; and
all information is strictly CONFIDENT L/^L. The purpose of the entire
project is only to help you.
Would you, therefore, use Exercise sheet #1 (DAILY STUDY-
TIME CHART) and complete the chart by filling in the appropriate
boxes and bring it with you for our next session.
Note in the sample chart that "Johnny Jones" spent
the following
times on study and/or homework.
Monday
Tuesday
Wednesday
Thursday
Friday
Saturday
Sunday
Total time
4-
5:30 p. m.
6-7 a. m. and 7-9 p. m.
5-
5:30 p. m.
5-7 a. m. (probably a test that day)
none
none
8-10 p. m.
9 hours't'
^ ^ "9 hours" is an expected time because
this
.SThis i3 not to imply ma. 9 n a .
^
-.c-ividnai.
-V- ae-' nt.l vc^ries a grco^u
ca^.. -
cicoena .0 on me
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CONFIDENTIAL
Goal
Exc rci sc
DAILY TIME-STUDY CHART
(SAMPI.E)
Nam c John Jones
W o ck~of
ii
i
M
j
i
T 1
1
'
1
^ Th..l .. F Sa i Sun.
LiJ-4 . — J
AM 6-7 |i
i
'111'-
;
Ll ‘ i . i. L .Dill 1
7-8
,
! i i
S-9
!
! i
_ 7. . 1
1
9-10
'i 1
1
10-11 i
11-12 1
PM
12- 1
.
1-2 !
!
i 1
i
2-3
:
1
1
1 3-4 ^ i 1 !
'
•
. ! 1 ; ,
I
1
! 4-5 - , . . ^ i
1
^ 6-7
; ^
i
1
J 1
,
7-8 : ^ i
S-9 ! i ! ! ; I
i Ml
!
9-10 '• !
i 10-11 ' i i
\ ': i
C 1
i
—
Ctho r
Tot- J time ll 1/2 1/2
jTotal time for v/cck|j V nonrs
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Name Goal 4 (7)
Week 2 Exercise
Teacher Rating Form
Name of teacher
Rated by
Indicate your rating by placing a number 1, 2, 3, or 4 after each
characteristic or trait:
1 means Very good
2 " Good
3 " Fair
4 " Poor
a. Knowledge of subject
b. Daily preparation
c. Motivation
d. Effectiveness of preparation
e. Punctuality
f. Personal appearance
g. Pleasant manner
h. Voice control
i. Emotional stability
j. Allows for student participation
k. Permits student disagreement with teacher
l. Discipline of individual student
m. Shows interest in each student
n. Allows ample time for student assignments
o. Provides out-of-class help if requested
Allows sufficient time for make-up work
q. Passes papers back within one week
Does not show partiality
Relates class work to reality
Overall influence on students
r.
s.
t.
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Name_ Goa l 4 (7)
Week 3
Why Limited Interest in School and Classroom Activities
Your interest in school and classroom activities is a function
of a great many factors. Perhaps first and foremost, you must
decide what school is; why it is necessary, and what relationship
it has to the world around you.
For example, are you in school ]ust because there in a law
that says you must attend until you are sixteen years of age? If
this is the case, it is doubtful that any program short of intensive
counseling (even if you were willing to undertalce it) would be of
any help to you. Or perhaps you tend to feel this way, but
are
willing to admit that there are some practical advantages
to school
such as increasing your potential earnings, or
providing for a more
comfortable life for yourself and your family in the
future. But the
real problem is those "horrible" classes you have
to sit through,
or the “damn" homework that you never get
caught up on--or maybe
even start.
If this latter situation is the case,
and you re^ do want to
imurove, there is a good chance that this
project will be of some
ZZQ
help. However, keep in mind that the project itself will not make a
"new person" out of you, but if you honestly want to improve your
interest in school, and arc willing to work at it, you will see improve-
ment. Perhaps the most important thing to work on is to discover
what it is that is keeping you from doing your best work.
As mentioned above, it is important that you accept the need for
school. You may not agree as to how classes are conducted, or the
amount of homework that is assigned, or any number of characteristics
of school, but you must recognize the need for education and its
inaportance for the existence of mankind.
Admitting the possibility of an overemphasis on material
needs,
most people will not deny the need for at least a minimum amount
of
money to provide for oneself and one's family.
And, if you want a
reasonably "comfortable" life, ask your counselor
to show you charts
comparing the incomes (both yearly and over the
total span of life)
of non-high school graduates, high school
graduates, and those with
some education beyond high school.
Recognizing the fact that statistics usually
apply to vro^is of
people, and that they usually publish
average rather than figures
that apply to a particular individual,
we still must realize that the
figures do have something to say
and that these averages do come
fiom
jdividual persons. It is, of course, entirely
up to you which group
you want to become a part of I
L 'L I
Before going any further, may be ought to stop and get a few
FACTS straight: (Not withstanding what has been said thus far):
1. You do NOT have to go to college to be "successful".
Z. You do not even have to graduate from high school to be
"successful". (There are many self-employed people,
tradesmen, etc., who are very "successful" and have
little more than an elementary or junior high school
education. )
3. There is no single thing, or even group of things, that
determine whether or not a particular person is
"successful" in life.
4. "Success" is what each individual considers to be
"successful" FOR HIM. True, there are a number of
things (primarily based on money) that OTHER people
in society judge success by, but such things as
"happiness", having a "nice" family, serving others,
etc.
,
are other criteria by which an individual must
decide for himself whether he is "successful".
With this latter idea of "success" in mind, let's take a look at
the following questions, and maybe school and your participation in
class will have more meaning for you.
CONTRACT COUNSCLINC
CONFIDENTL^L
Name Goal 4 (7)
Exercise
1. When iTiarried, do you have any definite size family in mind?
That is, how many children would you like to have?
2. Considering question one, what salary range per year would
you consider comfortable?
3. Wh^it type of work (occupation) do you think you would be
happiest doing for the rest of your life?
4. What type of training and ability does this work require?
5. What are the five most important factors for success in
ANY type of work or occupation?
a.
b.
c.
d.
e.
6. Figure out (roughly) what it costs to house, clothe, and feed the
"average" child today? How much does the government allow
per child for tax deduction purposes?
7. Would you like to have your children (child) attend college?
8. What is the average cost per year to send a child to a 4-year
college today? What is happening to costs? What will it be
when you are ready to send yours?
9. What are your ideas about the kind of house, vacations, and
i-he
kind and number of material things (dishwasher, dryer, play-
room, bar, etc. ) that you would like to have after marriage?
10.
Have these questions given you any additional ideas about
the
importance of school and its relation to the outside world?
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CONFIDENTL^L
Name Goa l 4 (7)
Week 4
The Way You Sec Other People
Did you know that what you believe people are like will determine
how you behave? For example, if you believe a teacher is fair, you
will trust him. If you consider him unfair, you will not. Again, if
you believe a friend to be sincere, you will believe what he says; if
you believe him to be insincere, you will iiot. Throughout history,
there have been many different ideas about what people are liki;. For
example, Rousseau pictured man as basically good, a "noble savage"
who is corrupted by society. Some religious beliefs picture man as
basically bad, a sinner to be saved. Whatever you believe about people,
it will be reflected in your behavior.
Another interesting thing about how you see people is that if you
wish to understand others, you must learn to see how things appear
to them. To do this you should try to see things as they do. You do
this, anyway, but usually without knowing it. For instance, before
you volunteer in class, you consider what your teacher wilx thinlc
and what his reaction is likely to be. Before you ask a girl for a
date you stop to consider what the girl would think of this. A worthy
goal is to learn more effectively how other people see things. People
behave according to how things seem to them. Therefore, to live with
others effectively you need to learn to see things as they do. Of course
this does not mean that you must conform to their perceptions, it only
means that you should try to understand how others see things.
For you to have a clearer understanding of what people are
trying
to do it will help for you to remember three assumptions of
"perceptual"
psychology; (1) behavior has purpose; (2) people strive
to be adequate;
and (3) adequacy is expressed in many ways. Now let's
discuss mese
three assumptions.
The first assumption about what people are trying to
do is that
behavior has purpose. You may remember the crazy croquet
game
in Alice in Wonderland , where the balls were
hedgehogs that kept
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unrolling, the mallets were flamingoes which flew about, and v/herc
the Queen of Hearts was the uiTipire who kept changing the rules and
sending the players to be beheaded. Fortunately, life is not this
capricious, for behavior has purpose. The things that you and other
people do are not meaningless, but are designed to serve purposes,
as we shall see.
An interesting example of the idea that behavior has purpose is
found in King Solomon* s Ring by Konrad Lorenz, who is an outstanding
naturalist and a world authority on "imprinting", which is a period of
rapid learning in young animals. This book is enlivened with enter-
taining accounts of Dr. Lorenz and his work with animals. One
liilarious account is when Dr. Lorenz was working with newly hatched
mallard ducks to discover how they were able to recognize their
mother as soon as they popped out of the shell. He discovered that
so long as he kept crouched on his knees and quacked loudly at
frequent intervals, he could substitute himself for the real mother.
The newly hatched ducklings would accept him as "mama" only as
long as he squatted, duck-walked, and quacked. So poor Konrad
had to submit himself for many hours each day to being a mother
mallard. He wrote:
"So it came about, on a certain Sunday, that, in company with
my ducklings, I was wandering about, squatting and quacking, in a
May- green meadow at the upper part of the garden. I was con-
gratulating myself on the obedience and exactitude with which my
ducklings came waddling after me, when I suddenly looked up and
saw the garden fence framed by a row of dead-white faces; a
group of tourists was standing at the fence and staring horrified
in my direction. Forgivable, for all they could see was a big man
with a beard dragging himself, crouching, round the meadow,^ in
figures of eight glancing constantly and quacking--but the ducklings,
^
the all- revealing and ail- explaining ducklings --we re hidden in the tall
spring grass out of view of the astonished crowa!''
And so it is that your behavior may seem meaningless to others,
just as the behavior of others may seem pointless to you, but
^
behavior is never meaningless from the individual's point of view.
Even though you may not have a clear knowledge of the reason for
some of your behavior, the reason is always tnere.
A second assumption about what people are trying to do is ^
;hat they are always trying to be adequate. However
people ochave,
whatever they do, they are trying as best they can to
be adeque o.
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Tills striving towards growth and health, when translated into
behavior which we can see, may be considered by ns either ’’good"
or "bad", but in itself it is neither good nor bad. For example, a
Zulu boy might have his two front teeth knocked out by his tribe
in order to be considered a man. His striving to be adequate is
reflected by the fact that he actually looks forward to having this
painful operation performed on him. And so it is that people do
all sorts of things in pursuit of this feeling of "adequacy". Men
will jump from planes, climb mountains, prize-fight, have their
bodies tatooed, become heroes, run the mile, sail oceans in tiny
boats, and sometime work themselves to death in pursuit of this
adequacy. Women will pierce their ears, wear tight clothing,
paint their faces, arrange flowers, count calories, wear high heels,
and do thousands of other things for the same reason: to do what
they think will lead to personal fulfillment, which we have called
adequacy . People seek adequacy in many diverse ways, but they are
all seeking the same thing, just using different means.
But, what about you? Of all the people you see, the most
important person you see is yourself. The way you see yourself,
called your "self concept" is mmst important in determining how
you will behave, as we will see. Your self concept is not something
you're born with; you learn it as a consequence of your experience
with those who surround you as you grow. Everyone has m..any
different ideas of who and wnat he is, and all these ideas, taken
together, make up his self concept. Of all the things you see, none
is more important than how you see yourself.
Everyone has an image of himself as a unique person, and ohis
image may be either positive or negative. Often it is ohis image,
rather than physical reality which prevents us from dealing with
difficulties. A student who thinlcs he can't do English grammar, ^or
feels inadequate in sports, will be greatly influenced by these self-
concepts. If a student sees himself as a good math student, chances
are he will do well in mathematics. If he sees himself as an
excellent
boxer, he will not fear a fist fight. And, if he sees himiself
as capable
with girls, he will be relaxed in their presence. Even
stud.ents who
come to reading clinics are, almost without exception,
unable to read
because they believe they cannot read, not because there
is something
wrong with their eyesight or brain.
An interesting twist to how you see yourself and the
situation
is the effect of your perceptions on your oocy.
you
you re in,
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soc yourself iu a threatening situation (important contest, school
play, oral report in class) your body will be influenced. Some
students perspire freely, others have "butterflies" in the stomach,
still others develop sick headaches, and a few even develop
ulcers as a result of their perceptions.
It is important that you have a realistic and positive view of
yourself and the world in which you live in order that you may
realize and utilize your many potentialities as a student and as a
developing human being. This project is a good step in the right
direction.
Reinember, try to see the other person's point of view and
your attitudes might change. For this week's exercise, read
the accompa.nying poem by Edgar Allen Guest and write a brief
report on what it means to you.
CONTRACT COUNSELING
CONFIDENTIAL
Name Goal 4 (7)
We ek Exercise 4
When You Know A Fellow
When you get to know a fellow, know his joys and knov/ his cares,
When you've come to understand him and the burdens that he b(^ars,
When you've learned the fight he's making and the troubles in his wi.
Then you find that he is different than you thought him yesterday.
You find his faults are trivial and there's not as much to blame,
Li the brother that you jeered at when you only knew his name.
You are quick to see the blemish in the distant neighbor's style.
You can point to all his errors and may sneer at him the while.
And your prejudices fatten and your hates more violent grow.
As you talk about the failures of the man you do not know,
But when drawn a little closer, and your hands and shoulders touch,
You find the traits you hated really don't amount to much.
When you get to know a fellow, know his every mood and whim.
You begin to find the texture of the splended side of him;
You begin to understand him, and you cease to scoff and sneer,
For with understanding always prejudices disappear.
You begin to find his virtues and his faults you cease to tell,
For you seldom hate a fellow when you know him very well.
When next you start in sneering and your phrases uurn to blame.
Know more of him you censure and his business and his name.
For it's likely that acquaintance would your prejudices dispel,
And you'd really come to like him if you knew him very well.
When you get to know a fellov/ and you understand his ways,
Then his faults won't really matter, for you'll find a lot to praise.
E. A. Guest
CONTRACT COUNSELING
CONFIDENTIAL
Name Goal 4 (7)
We ck 5
Exercise 5
Let' s Take A Look
Recalling last week's article about How You See People and its
importance for determining how you get along with them, complete
the following exorcises about how you really see them.
Remem.be r that your answer must be your own true feelings.
They, of course, are strictly confidential.
HOW DO YOU SEE PEOPLE?
A. FACT OR FALLACY?
Some of the following statements are common misconceptions about
what people are like. See if you can pick them out.
True False
1 .
2 .
^ «
4.
5.
6 .
7.
8 .
9.
Slow learners remember longer.
Brilliant students are physically inferior.
Some people are born with the ability to maxe
friends.
All redheads have quick tempers.
Beautiful girls are seldom brilliant.
There is a thin line between giftedness and madness
Love, rage, and fear are emotions we inherit.
The stars and planets can predict my future.
A high forehead is a sign of brilliance.
10. Men arc more intelligent than women.
11. A photograph of a person tells a great deal about
his character.
12. I can make a person turn around by staring at the
back of his head.
13. Insanity is incurable.
14. The faster one learns, the faster he forgets.
15. An 1. Q. is inherited.
16. My self-concept is something I can change.
17. Talking over a problem with someone often
helps to find a solution.
18. I can benefit from the experiences of friends
in solving problems.
19. Teachers usually underestimate how much
students fear failure.
20. Fewer women than men are color blind.
21. How I see myself is a miost important factor
governing my behavior.
22. Intelligently gifted people tend to be above
average in physique.
23. People behave according to how they see things.
24. Bright parents tend to have bright chilaren.
25. Attitudes influence what I learn and how I learn.
26. Students are smarter than ever before.
can cause large differences in I. Q.
few years of life are vc;ry important
in the development of personality.
^ could be too intelligent to succeed in certain jobs.
^ frequently like or dislike people because of
childhood experience.
(Questions 1-15 are false
Questions 16 - 30 are true)
231
CONTRACT COUNSELING
CONFIDENTIAL
Name Goal 4 (7)
Week 6
Exercis e 6
Keep Looking
Last week we looked at some common misconceptions about
people. This week let's take another look at how you generally see
people on the average. Try not to think of specific individuals, but
just people in general.
B. PEOPLE IN GENERAL
Beside each pair of the following traits there is a space.
You are to place an "X" in the appropriate space to show your
opinion of people in general .
For example, if you think that people in general are happy,
you would place an X in the space closest to "happy" like this:
Happy X Unhappy
Or if you consider people in general as unhappy, you would
place an X in the space closest to "unhappy" like this:
Happy Unhappy X
There are no right or wrong answers, so you should give
your first impression.
PEOPLE IN GENERAL ARE
1. Happy Unhappy
2. Tense Relaxed
3. Leaders Followers
4. Unreliable Reliable
5. Stingy Generous
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6. Considerate Inconsiderate
7. Deep Shallow
8. Attractive Unattractive
9. Hostile Friendly
10. Self- confident Unsure
11. Optimistic Pessimistic
12. Unsociable Sociable
13. Cruel Kind
14. Wise Foolish
15. Brave Cowardly
16, Bad Good
17. Helpful Harmful
18. Truthful Deceitful
19. Interesting Dull
20. Concerned of others Self-centered
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CONFIDENTIAL
Name Goal 4 (7)
Week 7
Exercise 7
Now Look in the Mirror
Now let' s take a look at how you see yourself; answer the
following statements as honestly as possible by putting an
in the appropriate column.
1. Happy
2. Tense
3. Leader
4. Unreliable
5. Stingy
6. Considerate
7. Deep
8. Attractive
9. Hostile
10. Self-confident
11. Optimistic
12. Unsociable
13. Cruel
14. Wise
15. Brave
16. Bad
17. Helpful
18. Truthful
19. Interesting
20. Concerned with
Unhappy
Relaxed
Followe r
Reliable
Generous
Inconsiderate
Shallow
Unattractive
Friendly
Unsure
Pessimistic
Sociable
Kind
Foolish
Cowardly
Good
Harmful
Deceitful
Dull
rs Self-centered
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CONFIDENTIAL
Name Goal 4 (7)
Week 8
Exercise 8
How Does It Look?
This week, take the results of the last two exercises and compare
them to see if there are any ways in which you see yourself differently
from the way you see other people.
For example, if you see people in general as being unhappy,
but yourself as being generally happy, put an "X" beside number 1:
like this:
1. X
Make no marks if you see yourself the same as you see other
people.
1_
2
3“
4
5
~
6
i
i
9
10
11_
12_
13
14~
is]
16
'
17
'
18
19
20
Most psychologists suggest that the greater agreement between how
you see yourself and how you see others, the better adjusted you should
be. However, you should be curious about differences between
the two,
and talk these over with your project counselor as to the reasons, and
whether or not he sees you the same as you see yourself. (You
might
also discuss these differences with friends, parents, etc. )
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Name Goa l 4 (7)
Week 9
Well, Waddya Think?
It has been mentioned several times during this program that your
interest in school is based to a large extent on how well you like and
get along with your teachers.
In addition, however, there are always a few "tricks of the trade"
that will help you get along in any field. So it is with school.
Research has shown us that there are at least four relatively simple
tasks, which if followed faithfully, will almost always result in im-
proved grades, and therefore overall interest in school.
These are listed below, but because of our limited time, I shall
leave it entirely up to you whether you care to take advantage of them or
not.
1, Always have classroom materials with you as a pencil,
pen, paper, books, etc.
2, Make "eye contact" with the teacher as often as possible
(eye contact is when the teacher and student are looking at
each other at the same time. )
3. Ask at least 3 questions per week (one per class is even
better).
4. Ask the teacher a question on a homework assignment outside
of class. This can be just before or just after class, but
make sure she (he) is not rushed or "tied up" with other work.
Finally, since this is the last week of the program, will you again
complete the Daily Time-Study Chart and the teacher Rating Formj on
the same teachers as you did the first week.
We, of course, can then see and discuss your progress.
Also, next week we will talk about your total feelings concerning
the
project. Thanks again for being so honest and cooperative
throughout
t^hese sessions. I sincerely hope they have been as
helpful to you as
they have been for me.
GOAL VI
BE ABLE TO READ AND COMPREHEND MORE
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CONFIDENTIAL
Name Goa l 6
Week 1
Introduction to Contract Counseling
The value that you receive from this project will be large determined
by your own efforts. While the advantages of any education usually depend
on the cooperation of the student, here your active and enthusiastic partici-
pation is vital. You are the one who counts, and you can only get out of
this what you put into it. See yourself as an active leader, rather than a
passive reader ! Actually, you are to be congratulated, because the very
fact that you are reading this proves that you are interested in improving
yourself, and any real or lasting improvement has to come from within.
You, of course, cannot improve significantly all by yourself- -no
one can, even though there are those who foolishly believe this. As you
know, your "helper" in this project is your counselor. Please try to
consider him a warm and personal friend. Remember, he is not a critic;
he is not a judge; his only purpose is to act as a sounding board if you
need it. Otherwise, you are the boss; whatever you decide, whatever
you think is a good project, he will support, if at all possible.
Perhaps most important, remember that this project is confidiential ,
and no one except you and your counselor will be directly involved. You
know that he is a professional person and he is ethically bound to con-
fidentiality; he will not discuss this information with your teachers, other
than in general terms. Nothing of a personal nature will be mentioned
unless for some reason you think it would be to your advantage and
REQUEST it.
The main idea of the project is for you to be honest with yourself.
Sometimes, students will write what they think is expected of them
rather than what they really would like to write or say. This will not
help YOU
!
It has been said that the only person who can really know somebody
is that individual himself. The problem, however, is that we
seldom
care to take a good look at ourselves. Most people even
hate to look
at themselves in a mirror. If one cannot stand himself,
he has two
strikes on him from the start. So, let' s start this project by taking
a
fresh look at not only yourself, but also your family,
fnen s, an
some of the things you like and don't like.
238
Contract Counseling
CONFIDENTIAL
Goal
Week of Exercise
My Personal Inventory
1. How old am I?
2. What is my nickname?
3. How do I feel about my looks ?
4. Am I reasonably healthy?
5. How do I spend my out- of- school time?
6. Do I have a reasonable amount of money to spend?
7. What are my favorite sports?
a. participatory?
b. spectator?
8. What makes me happy?
9. What makes me unhappy?
10.
What is the MOST IMPORTANT thing about me?
Contract Counseling
CONFIDENTIAL
Name
Week of
Goal
Exercise
My Family Inventory
1. How many in my family?
2. How many rooms in our house?
3. Whom do I get along best with in the family?
4. Whom do I get along least with in the family?
5. Do my parents really understand me?
6. What chores and responsibilities do I have?
7. Do I bring friends to my house?
8. What time do I have to be in on weeknights ? on weekends ?
9. What would I like to see changed about my house and/or family
10.
If I had a serious problem, whom would I go to ?
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CONFIDENTIAL
Name Goal
Week of Exercise
An Inventory of My Friends
1. Who is my best friend? (male)
2. Why is he my best friend?
3. Where do my friends and I spend most of our time together?
4. Do I go steady?
5. How often do I date?
6. Would I really prefer to be alone or with friends?
7. What do my friends like about me?
8'. What do my friends dislike about me?
9. What gripes me most about friends?
10. What would make me no longer consider a person a friend?
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CONFIDENTIAL
Name Goal
Week of Exercise
My School Inventory
1. What school have I enjoyed the most?
2. What school has been the most disliked?
3. What sort of a student have I been mostly?
4. What is my favorite subject?
5. What activities do I belong to in school?
6. Do I intend to further my education beyond high school?
7. What would I like to do for a life' s occupation?
8. Do I consider an education really important?
9. Should students be allowed to quit school before the age of
16?
Am I satisfied with my current school performance?10 .
242
CONTRACT COUNSELING
CONFIDENTIAL
Name Goal 6
Week 2-9
Off on the Right Foot
That a good reading ability is important in effective school-
work, as well as in everyday life, in unquestionable. However, the
real question is how does one significantly improve his reading
speed and/or comprehension?
First of all, let's get rid of any foolish notions that within
a few days, or even weeks, the average person can suddenly im-
prove his reading efficiency astronomically--as is sometimes
claimed in advertisements. This rarely happens, and research
studies have shown that whereas an occasional individual will
increase his reading performance tremendously, the average
increase is usually much less remarkable.
There are, of course, many types of reading improvement
books, films, and courses; but they all center around a few basic
principles which not only have to be practiced, but must be used
constantly. For example, even in those studies where individuals
made extreme improvement, it was found that without continued
use and application of the skills, the rate of both speed and
comprehension rapidly returned to little more than the original
levels.
The basic principles referred to above are listed in your
Reading Improvement book, on pages 6 and 7. A few others are
listed below:
1. Try to read by phrases rather than by words. That is,
try to skim your eyes over an entire phrase at first,
and then try to expand this to include full sentences
and even paragraphs. (With continued practice and
application, it is possible to increase your "eye- span"
U) conbiunc h;ll panes, but this shcnUcl not l>c: yo,ir '-o'd
clui mp chis limited program.
) The important goa] hn-this project IS for you to establish good ilAlUTS! Their
application will come as you read and all material
nol just those of the project. —
In .mdition to the skimming technique, it is extremely
important that you do not naove your eycu: back over
mm, e rial you have already read ! You, of course,
will miss some words, or occasionally ev(;n an idea;
but you must get into the habit of continually moving
your eyes forward. The comprehension will come
with practice.
3. In lerms of eye movement, do not g(d the idea that in
1 eading, the eyes should move along smoothly and evenly.
They SklOULD NOT! Rather, they should center or
focus on certain points, stop, or hesitate ever so
slightly, and then move on to the next point of focus.
It is these points of focus that get further and further
apart until you can grasp whole paragraphs at a time.
4. A final principle to remember is one that you have
heard a million times. DON'T MOVE YOUR LIPS
WIIIsN YOU READ. (This includes tongue, throat
muscles, etc. ) Why is this so important? The reason
is that while we do not know the full capacity of the
brain, we do know that it can function more than a
billion times faster than the fastest computer known
to man today. And the more we "jam" it with un-
necessary movements, the slower it feeds the material
back to us. Not that the brain is any slower, but we
have not yet learned how to interpret very many
messages at once.
In conclusion, the chart on page 165 of your Reading Lriprovement
Book is for your own benefit. It is up to you whether you keep your
time in minutes or seconds, but you certainly should keep a record
of your progress. The main point is that you learn good habits and
continue to use them GOOD LUCK!
(A copy of Help Yourself to Improve You r Reading, Part 3
can Ini obtain, ci from the following address: Educational Division,
Reader's Digest, Pleasantville, New York, 10570)
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Personality Record Form
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PERSONALITY RECORD (Confidential)
Personal Characteristics of
Last name First Initial
Prepared by Date
The evaluations placed below will be combined with those from other
teachers and will be used where such evaluations are requested by
colleges, employers, etc» Please place a check {^) on the scale for
each of the characterizations where - in your judgment - the pupil
should be rated.
0 25 50 75 100
BEHAVIOR
very poor
CONCERN FOR OTHERS
excellent
anti- social
EMOTIONAL STABILITY
deep concern
unstable
INDUSTRY
very stable
seldom works
INFLUENCE
seeks work
passive
INITIATIVE
controlling
seldom
INTEGRITY
actively
unreliable
MORAL CHARACTER
trustworthy
low
RESPONSIBILITY
high
assumes none
SERIOUSNESS OF PURPOSE
assumes much
aimless purposeful
0 25 50 75 100
COMMENTS:
APPENDIX G
Learning Atmosphere Attitude Scale
Form B
LEARNING ATMOSPHERE ATTirjDE SCALE
Form B 247
Directions
On the following pages you will find 30 statements that a person such as yourself might
lake about his or her school and education. You are asked to read each statement carefully
ind then give your honest and frank opinion to the statement. This is not a test and there
ire no right or wrong answers. Please feel free to answer exactly the way you feel about your
ichool and not how you think other people (teachers, parents, students, etc.) might want
rou to feel.
You have all been provided with an answer sheet to be used in marking your responses.
Record all of your answers on the answer sheet and make no marks on the booklet itself. Please
inswer all of the questions.
In answering the questions try to follow these steps:
1. Read the statement carefully.
2. Think about how the statement relates to your school.
3. Use a black lead pencil (preferably #2 or softer) in marking your answers.
4. Find the number on the answer sheet that matches the statement you are considering.
5. For each question blacken only one space on the answer sheet. Use the following
instructions
.
If you strongly agree with the statement, your answer to the question would look
like this on the answer sheet:
1. 2. II 3. II 4. II 5. II
If you agree with the statement, your answer to the question would look like this
on the answer sheet:
1., II 2.. 3. II 4. II 5. II
If you are undecided about the statement, your answer to the question would
look like this on the answer sheet:
1. II 2. II 3. y 4. II 5.. II
If you disagree with the statement, your answer to the question would look
like
this on the answer sheet:
1. II 2. II 3. II 4. XX 5.
II
If you strongly disagree with the statement, your answer to the
question would
look like this on the answer sheet:
1, II 2. II 3. II 4.
II 5. j^T
6. Try to avoid blackening "Undecided" if possible.
7. This scale is not timed but work as fast as you
can.
Developed by Ronald H. Fredrickson and Francis D.
Kelly
School of Education, University of Massachusetts
Amherst, Massachusetts
January, 1970
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L. Teachers take up too much time speaking in class. 1 2 3 4 5
2. In my classes, 1 am able to express my own strong opinions. 1 2 3 4 5
3. Teachers generally listen and try to understand when a student gets into some
difficulty. 1 2 3 4 5
4. Assignments should be made .clearer by the teacher. 1 2 3 4 5
5. Most of my classes do not keep the student abreast of what is happening in
today's world. 1 2 3 4 5
6. There is little chance in school to do the things that I really like to do. 1 2 3 4 5
7. The subjects that I study in school are related to what I wish to do after
high school. 1 2 3 4 5
8. I would like to participate in school elections. 1 2 3 4 5
9. This school never seems to have enough equipment, materials or books for the
pupils' use. 1 2 3 4 5
10. Teachers arc concerned with my feelings. 1 2 3 4 5
11. In this school a student can do very little without first asking if he can do
it. 1 2 3 4 5
12. Teachers seem reluctant to help a student when he needs extra attention. 1 2 3 4 5
13. An education improves a person's ability to get along better in the world. 1 2 3 4 5
14. The teachers are usually easy to understand. 1 2 3 4 5
15. Students are considerate of one another in this school. 1 2 3 4 5
16. Homework assignments are generally a waste of time. 1 2 3 4 5
17. I'm not particularly interested in taking part in most of the school's extra-
curricular activities. 1 2 3 4 5
18. It is hard to be a good student in this school because of the facilities. 1 2 3 4 5
19. I think I will receive awards in some areas by the time that I finish high
school
.
1 2 3 4 5
20. The rooms in this school appear drab, lifeless, and cheerless. 1
2 3 4 5
21. The "Do's and Don' ts" in this school are more im.portant that what is learned.
1 2 3 4 5
22. Teachers know me as a person as well as a student.
1 2 3 4 5
23. I like to get behind school events such as plays, sports, and pep rallies.
1 2 3 4 5
24. Most teachers in this school do not seem to be capable of working with
both
the fast and slow students.
1 2 3 4 5
25. The opinions of all students are equally important in this
school. 1 2 3 4 5
26. There isn't nuch about the looks of this school that
would make a student proud. 1 2 3 4 o
27. If I had my choice, I would not go to
school.
1 2 3 4 5
28. The material in the textbooks is
presented clearly.
1 2 3 4 5
29. I am well satisfied with my school
achievement.
1 2 3 4 5
30. I would cdooso to 50 to anothot high
aohool 1£ thata was any choica in tha
matter
.
1 2 3 4 5
Strongly
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